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ABSTRACT 
In the past fifteen years, increasing attention has been given to the role of Vocational 
Education and Training (VET) in attracting large numbers of international students and its 
contribution to the economic development of Australia. This trend has given rise to many 
challenges in vocational education, especially with regard to providing quality education that 
ensures international students’ stay in Australia is a satisfactory experience. Teaching and 
learning is continuously scrutinized, teaching quality and student assessment are subject to 
regular audit (Takerei, 2010). VET teachers are key stakeholders in international education and 
share responsibility for ensuring international students gain quality learning experiences and 
positive outcomes, however, their experiences are generally not well understood. Therefore, 
this thesis, investigates particular challenges and associated dilemmas that VET teachers 
experience when teaching international students.    
The research participants were 15 teachers from several public and private VET 
institutions in Brisbane, Australia. The method involved responsive interviewing and inductive 
data analysis to identify and categorize teachers’ challenges and dilemmas. The research 
reveals qualitatively different ways in which the 15 VET educators experienced challenges and 
associated dilemmas in their culturally diverse teaching context. The research shows that VET 
teachers experience numerous challenges and various inter-related professional, educational 
and personal dilemmas. These dilemmas result from ethical tensions teachers experience in 
their interactions with international students, teaching colleagues and their employment 
institutions. The dilemmas are often influenced by current economic and political conditions 
of international education. The dilemmas raised in the study by 15 VET teachers might be 
familiar to other teachers in VET and universities but to date they have received limited 
attention by researchers. This study’s findings indicate significant implications for VET 
teachers, students, VET institutions and the government at a time of rapid economic, political, 
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cultural and educational change. The findings are of potential interest to VET policy makers, 
managers and teachers. By giving voice to VET teachers, who are key stakeholders in the 
sustainability and future growth of VET, they contribute evidence for ongoing review and 
development of quality learning and teaching in the culturally diverse VET sector.  
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Chapter 1: Introduction to the study 
1.1    Introduction to Chapter 1  
A recent study by Smith (2010) highlights that international education is at the center of 
political controversy in Australia. In such an environment, it could be easy to lose sight of the 
teaching and learning processes that are at the heart of Vocational Education and Training for 
international students. Specialized teachers of international students are essential to ensuring 
the educational satisfaction of international students in VET. However, their voices, and 
particularly their dilemmas, are rarely presented in the research literature. Knight’s (2010) 
review of the student visa program touches on ensuring the educational satisfaction of 
international students, but without clearly reflecting teachers’ voices.   
This research has addressed the currently limited knowledge of VET educator 
experiences by examining the challenges and dilemmas that 15 teachers of international 
students in Brisbane faced. The findings are intended to provide a basis for providing greater 
support to VET teachers in Australia to ensure that they can best support their international 
students. Thus, the findings of this exploratory study further the interests of international 
education in Australia.  
1.2 Background of the research  
International education in Australia has a proud history (Baird, 2010). Beginning with 
the Colombo Plan in the 1950s, international students were welcomed to Australian shores to 
study under full or partial scholarships from the Australian Government. Many of these 
students are now prominent citizens in their own countries with links to Australia that run much 
deeper than fond memories of their time studying here. Baird cites the example of the current 
Malaysian Minister for International Trade and Industry, Dato Mustapa Mohamed, who studied 
at the University of Melbourne.  
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In the late 1980s, Australia moved beyond this first wave of international education to 
welcome full fee-paying international students to its educational institutions. The growing 
number of international students over the past two decades, and remarkably over the past five 
years (up 84 percent from 2005 and 2009) has embedded a cultural richness in our educational 
institutions and their communities, built linkages and goodwill, and fostered a sector that 
delivers great economic benefits to Australia in terms of export income in the order of $ 17.2 
billion and 126,000 jobs (Gillard, 2009).  
In contemporary Australia, international education is the third largest industry, the 
second largest services export sector behind Tourism, having achieved a 15% average growth 
per annum (Austrade Education Overview, 2010; Butler & Shore, 2010).  In 2007/8, Education 
and Training (excluding public sector components) returned the third  largest profit margin 
(24.5%) for Australian ‘industries’, behind rental, hiring and real estate services  (41.1%), and 
mining (37.9%)  (Australian Bureau of Statistics, 2009, p15).  It is a multi-billion dollar 
industry, whose major twin goals are those of profit and productivity – ‘to drive economic 
growth’ (Australian Education International Research Snapshot, 2010).    
Vocational Education and Training (VET), which presently operates under the National 
Agreement for Skills and Workforce Development as the National Training System, enrolled 
1.7 million students in its public system in 2008 with a total operating expenditure of $635.4 
million (NCVER, 2009). International VET is big business in Australia. By the end of 2009 
there were more than half a million international students studying in Australia. Just over one 
third of these, 232,475 (Australian Education International, 2010) were enrolled in a VET 
course in Australia. Most of those students study at a private RTO with a small percentage 
(14%) of international students studying at TAFE in Australia. In terms of internationalization, 
VET, a ‘part of the international education commercial phenomenon’ (Skills Australia, 2009) 
is now leading the way in the Australian International Education industry, ranked first by 
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volume of enrolments (almost a quarter of a million students in 2009), and also as the fastest 
growing sector (35.6% growth, compared to 12.4% in higher education) (Austrade Education 
Overview, 2010). In fact, the growth rate in international enrolments in VET between 2002 and  
2008 has increased by 226% (Skills Australia, 2009). It has been estimated that the numbers of 
international students in Australia will increase sevenfold by 2025 (Baird, 2010). International 
education was worth $15.5 billion to Australia and more than $2 billion to Queensland last 
year. The Queensland Vocational Education and Training Export Office sector has more than 
20,000 international students and is one of the most successful in Australia, growing 67 per 
cent in the past 12 months (Dennehy, 2009). However, in recent years, the Australian 
international education market has faced a crisis due to the rising value of the Australian dollar, 
changes in rules, attacks on students and shutting down of some colleges. As per the Australian 
Education Union (AEU, 2010), by January 2010, more than 14 colleges in the international 
VET sector had been shut down, with 7,000 international students affected. More than ten 
colleges have closed in Victoria since July 2009, with 3,000 students affected. Offshore student 
visa grants declined 31% in 2009/10 and there are projections for economic losses to 2012 of 
$3.8BN (International Education Taskforce, 2010).  
The economic benefits of increasing numbers of international students are well known 
(Johns, 2004), but international education in Australia is at a crossroads (NCVER, 2010) as 
there have been concerns about the quality of educational provision and outcomes for the 
students themselves. The current VET environment is significantly influenced by two key 
drivers: policy change at Commonwealth and State Government levels and industry demand 
for training to meet the challenges of the global and financial crisis (Ellis-Gulli & Carter, 2011). 
Ehrich, Kimber, Cranston & Starr (2011) suggest that “The commodification of higher 
education has resulted in a user pays system where students often pay handsomely for the 
privilege of a degree. Hence, educational institutions compete for students, both at home and 
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abroad, and often engage in aggressive marketing strategies to attract students to their 
institutions” (p.3).  
On the positive side, the Australian Council for Private Education and Training (ACPET, 
2012) believes government intervention over the last 18 months has delivered quality 
improvements by changing the link between international education and skilled migration, 
improving regulation through the Commonwealth Register of Institutions and Courses for 
Overseas Students (CRICOS) reregistration audits and State Government initiatives to improve 
the educational and social experiences of international students. This is expected to assist in 
getting more international students once again. To ease the negative effects and attract more 
international students, the new relaxed rules were announced by the Minister for Immigration 
and Citizenship, Chris Bowen (2012), which took effect from 24 March, 2012. These will make 
it easier for students to obtain a student visa when travelling to Australia to study either English 
language Intensive Courses for Overseas Students (ELICOS) or vocational education courses.  
International education in Australia can be seen as a complex equation, which includes 
students and lecturers besides many other support structures, which put a number of pressures 
on the VET sector in terms of maintaining education quality, regulatory capacity and 
infrastructure. While the experiences and needs of international students have been widely 
researched, as yet there is limited research about the experiences and needs of their teachers. 
Teacher experiences can provide a most significant missing link in meeting the needs of 
international students. After all, teachers are often the first point of contact that international 
students encounter.   
Many challenges currently abound in vocational education. As debates open and new 
policies are formulated by government to make international education its top priority, the 
voice of educators’ remains in the background. Therefore, this study focuses on the experiences 
of teachers in vocational education and the challenges and dilemmas they face in teaching 
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international students. Although the past decade has seen an increasing inclusion of vocational 
education and training (VET) in research and scholarly discourse, there is a paucity of 
comprehensive data on VET teachers of international students. In particular, teachers’ 
challenges, dilemmas and difficult decision making in resolving dilemmas in vocational 
education have been under-researched to date.   
The complex nature of teaching in VET invites numerous situations in which challenges 
and dilemmas might arise. VET teachers are responsible for providing quality education with 
excellent outcomes to support students’ success and satisfaction. Therefore it is particularly 
relevant to examine VET teachers’ experience of their teaching to ensure that international 
students gain value in their education with reference to the time, effort and money they spend. 
The findings of this study draw attention to such challenges and dilemmas and provide an 
evidence base for enabling greater inclusion of VET teachers in decision making related to 
providing quality education to international students. While the study focuses on the challenges 
and dilemmas faced by the VET staff that teach and supervise international students, these 
challenges and dilemmas are seen as a basis for positive change and as a stimulus to better 
teaching practices. The findings from the research could assist policy makers and those who 
work with international students to address more effectively the learning needs of international 
students.  
1.3    Significance and rationale of the study  
International students often choose to study overseas in order to fulfill a dream and 
improve their long-term prospects (Baird, 2010). Given the strong correlation between 
educational attainment and employment and earning outcomes, international students can be 
seen as investors, since they and their families invest in education to get long-term benefits 
(Gillard, 2009). For some, this is an investment in education that they will reinvest in their 
home countries. For others it is a pathway to a global migration-friendly English speaking 
      22 
community and an investment that will benefit the countries in which those students work 
(Marginson, Nyland, Sawir & Forbes-Mewett, 2010). If international education is viewed 
through this prism rather than export dollars, we can better understand how education providers 
can support the long-term sustainability of the sector (Baird, 2010).   
International education is of major importance to the Australian economy, and to 
education institutions and providers, including many within the vocational education and 
training sector. International students are educational ‘consumers’. To ensure the ongoing 
strength of our economy and viability of our educational institutions we need to ensure 
continuing high quality of our educational ‘product’. Significant changes are needed to 
maintain Australia’s reputation for high quality education and training (Gillard, 2009). In 
addition, there are important social and educational issues at stake – which include ensuring 
quality education for all, as promoted by Australian government policy (Baird, 2010).  The 
dominant policy objective stresses stimulating a demand for life-long learning by meeting the 
needs of international students. In this context it is essential to ensure ongoing improvement in 
international students’ educational experiences and outcomes, as members of the wider student 
population. Many factors, including institutional policy, effective administration, curriculum 
and pedagogy influence the quality of international students’ experiences and outcomes.  
  Bennett (2006) claims  that a quality education and reputation for quality are not possible 
when the teacher is not considered as integral to the education delivery standard. After all, the 
teacher also has a significant amount at stake in educational quality, having invested a 
considerable amount of time, money and personal commitment (in terms of professional 
development and reflection). Teachers are key stakeholders in international education, with the 
frontline responsibility for ensuring that international students’ educational expectations and 
needs are met. However, while considerable previous research has considered the challenges 
faced by international students, less attention has been paid to the challenges and associated 
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dilemmas faced by their teachers. Therefore, the study addresses this significant research gap. 
The findings will contribute to teacher development and improvement of learning and teaching 
of international students in the important Australian VET sector.  
Blackburn (1997) claims that although increasingly higher education shares the concerns 
of business to compete, to gain market share of international students, it is still be accountable 
for fair, just and socially responsible practices. The value of international education extends 
way beyond economic growth. This study recognizes the fact that it is a public responsibility 
not only to serve students in terms of their intellectual growth but also to confirm a quality 
learning experience for them. This could be achieved by focusing on the experiences of partners 
in cooperation- which are the teachers.  
1.4    Research aim, question and method  
This is an in-depth study which seeks to explore the experiences of VET teachers working 
with international students in Queensland, Australia. The study aimed to investigate challenges 
and dilemmas experienced by teachers of international students in vocational education and 
training (VET) and the extent to which challenges and dilemmas influence teachers personally 
and professionally. Therefore, this qualitative exploratory study has responded to the research 
question:  
What are the principal dilemmas faced by VET teachers in providing quality education 
to international students in Brisbane?  
The research is qualitative in nature, since it sets out to examine aspects of human 
experience in a real-life setting (Wallace & Wray, 2006). This involved the experiences of 15 
VET teachers teaching international students at seven TAFE and eight private VET institutions 
in Brisbane, Australia. Through responsive interviewing (Rubin and Rubin, 2005) and 
inductive analysis (Creswell, 2008), it provides detailed findings about particular challenges 
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and dilemmas that teachers face when working with international students in vocational 
education classrooms.  
In conducting this study, I draw on my experiences and concerns as a VET teacher. 
However, I seek to present the perceptions of the participant VET educators as accurately as 
possible. To minimize my own subjectivity as researcher I have adopted a second-order 
perspective (Marton in Sherman and Webb, 2005, p.140) by exploring and presenting the VET 
teachers’ experiences of teaching international students through their eyes.   
In addition, I was conscious that ‘dilemma’ and ‘ethics’ are contested terms, which are 
variously understood across disciplines. For this study I developed the following definitions 
with reference to Perkins (1985) and Wagner (1984):  
Ethics: Ethics is a set of moral principles that govern a person’s behaviour or the conducting 
of an activity.  
Challenge: The problems and inconveniences faced by teachers associated with their 
interactions with international students, VET institutes, colleagues, government and the VET 
environment. 
Dilemma: Dilemmas arise when teachers find themselves in an ethically difficult position, for 
example when they are forced to decide between the educational interests of their students and 
their own well-being. Some of these decisions require critical choices that involve contestation 
of values (including personal, professional, institutional, community) and require them to make 
decisions that have no clear cut resolution and are likely to be highly problematic.   
 
1.5    Thesis outline  
Chapter 1 outlines the background, aim and rationale of the study. Chapter 2 provides a 
review of relevant literature and identifies the research gap that this study addresses. Chapter 
3 describes the research design and methodology for the study. It also discusses the ethical 
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approach taken in this research. Chapter 4 outlines the first part of findings in terms of 
challenges faced by VET teachers. It reveals 27 different challenges, which can be categorized 
into three main types: Professional Challenges, Personal Challenges, and Educational 
Challenges. Chapter 5 explains how some challenges become dilemmas and discusses the 
impact of those dilemmas on VET teachers. Chapter 6 describes recurring themes arising out 
of dilemmas and the implications of these dilemmas on VET teachers, international students, 
VET institutes and VET sector on the whole. It also highlights the similarities and differences 
between this research and the previous research and offers key messages. Finally, Chapter 7 
concludes with recommendations and the need for future research.  
1.6     Conclusion  
Chapter 1 has introduced the subject and context of the research. It has explained that 
this qualitative study examined the challenges faced by teachers of international students in 
VET institutions. It has indicated the significance of the research relates to providing quality 
education to international students by increasing understanding about the challenges and 
associated dilemmas VET teachers experience. The next chapter provides a literature review, 
outlines the theoretical context and establishes the research gap addressed by this study.   
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Chapter 2: Literature review 
 
2.1 Introduction  
As the previous chapter indicated, this research investigates the challenges and dilemmas 
that VET teachers experience when teaching international students in Australia. This literature 
review provides context for the research and reveals the knowledge gap that it addresses. 
Section 2.2 describes the current VET environment and outlines the development and 
internationalization of vocational education and training (VET) in Australia over the last two 
decades. Section 2.3 considers the challenges of teaching in an internationalized environment, 
and shows how they fall into four main types, namely: professional challenges, educational 
challenges, personal challenges and ethical challenges. It also discusses limited findings about 
dilemmas identified in the literature. Section 2.4 identifies the apparent gap in knowledge, 
which this study addresses, about the challenges and dilemmas faced by VET teachers when 
teaching international students.  
2.2 VET in Australia  
In order to understand the experiences of VET teachers when teaching international 
students, it is first essential to understand the VET environment in which they practice. Section 
2.2.1 outlines developments in VET over the last two decades, while Section 2.2.2 focuses on 
internationalization in the VET sector.  
2.2.1  Developments in VET over the last two decades.   Vocational Education Training 
(VET) occupies a specific place in Australian education. Since the early 1970s VET has 
become linked to economic development and the production of skills for the Australian 
workforce (Harris & Guthrie, 1995; Marginson 1997). The term Vocational Education and 
Training (VET) is commonly used to refer to the totality of provision, including the public 
system, private educational providers, the voluntary and community sector and enterprises 
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acting as trainers (Ryan, 2002). VET fundamentally focuses on the development of workplace 
skills to enable or improve the employment options for individuals (McLean, 2010; Choy, 
2010). VET programs can range from developing introductory skills in computer usage through 
to a wide variety of apprenticeships and professional level Advanced Diplomas. VET can also 
belong to the myriad of post-compulsory education possibilities including: foundation 
education, bridging education, community education, and can be referred to as technical 
training, trades education, and industry training (Takerei, 2010).  
In Australia and internationally, provision of quality education for international students 
has become a common goal for policy makers. Educational quality is the focus of an extensive 
array of literature and academic discourse. Gibb (2003) states that ‘Quality’ is a term that means 
different things to different people. Quality assurance is being implemented throughout the 
VET sector in a variety of ways at national, state and institute level, as well as in the classroom. 
Begley (1998) picks up Townsend’s (in Begley, 1998) point that quality cannot be discussed 
without discussing values and also the context in which quality is being implemented. There is 
no clear answer to the question of what impact the implementation of quality is having on 
learning in the VET sector. In the last decade, in particular, the focus on VET for quality has 
increased (Baker, 2010). In 2001, major reform came into force, which implied far-reaching 
changes in both the structure of the VET programs and in the pedagogical approaches. A 
paradigm shift took place from qualification to competences and from teaching to learning 
(Grollmann & Rauner, 2007).   
In addition to the increasing emphasis on quality assurance, myriad social, economic, 
technological and political changes are being felt across the VET sector. Examples of change 
include the move to competency based assessment; the introduction of training packages, 
traineeships, VET in schools, and employability skills (Purcell, 2010). A number of new 
national frameworks have also been developed for the sector, among them, the Australian 
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Quality Training Framework (AQTF, 2007), the first mandated national quality system. The 
monitoring of the quality of Australian vocational education and training was formalized at the 
national level with the implementation of the AQTF in 2002. Gavrielatos (2010) points out that 
lifting educational quality means imposing tougher standards. He further emphasizes that those 
standards must be seen in the area, first and foremost, of the staffing of VET institutions. As a 
Registered Training Organization (RTO), TAFE states that it complies with Australian Quality 
Training Framework (AQTF) standards as a Guarantee of Service. Further, TAFE NSW 
institutes announce on their homepages their compliance with international standards of 
business processes and procedures, such as the ISO 9001:2000 (Black & Reich, 2010; NSW 
Department of Education and Training, 2009).  
2.2.2   Internationalization and VET.  Since 1997, the number of international students 
studying in VET in Australia has soared (Gillard, 2009). Changing socio-economic conditions 
have led to students from all over the world being in a single classroom. This creates the 
associated need for teachers to deal with the complexities of multiculturalism, which were not 
faced by most teachers a decade or so ago (Townsend and Bates, 2007). Australian VET 
teachers are also becoming more  culturally diverse because teachers are coming from overseas 
to take advantage of higher wages and opportunities created by teacher shortages here, taking 
the opportunities offered by education as a hitherto unknown market (Ingersoll, 2001).  
According to Australian government projections (Department of Education, Science and 
Training, 2007), higher education institutions will continue to recruit large numbers of 
international students for their programs and courses and, as a result, produce significant 
benefits for the national economy. As a result, there is greater emphasis on internalization of 
educational campuses. Knight (2004) defines internationalization as “the process of integrating 
an international, intercultural, or global dimension into the purpose, functions or delivery of 
post-secondary education” (p.11). However, Knight (2006), in a study prepared for the 
      29 
International Association of Universities, reported on the importance of adapting academic 
practices to keep pace with the competitiveness and commercialization in international 
education. While internationalization in higher education refers to a number of activities 
including the mobility of students, institutional partnerships and programs, and the 
transnational marketing and delivery of programs, Garson (2012) emphasis that the processes 
of globalization and internationalization  impact the learning and teaching environment.  
Marginson and Eijkman (2007) called for more internationalized curricula and effective 
pedagogical practices that would acknowledge the great diversity of cultures international 
students bring to Australian multicultural classrooms. This call was reinforced at a recent 
Australian International Education Conference, where a common concern was for the provision 
of more learning-oriented services that will genuinely augment international students’ learning 
experience (Arenas, 2009).  
Vocational Education and Training institutions, to varying degrees, are putting large 
amounts of effort, money, and staff time into internationalizing their campuses, without solid 
evidence of the effectiveness of the various aspects of internationalization (Bennett & Kane, 
2009). Some of it is taking place but it is taking place at a very slow pace. There is an apparent 
gap between theory, policy and practice. Teachers generally show dedication to meeting the 
needs of their students as best they can. They are often aware of what is needed but putting this 
into practice and operationalizing their ideals is much more difficult (Bradley, 2010).   
 2.3    Challenges of teaching international students  
   The previous section outlined the complex and changing VET environment in which 
teachers operate. This section will now focus on the challenges teachers experience when 
teaching international students. From the literature, four recurring types of challenges were 
identified, namely professional challenges, educational challenges, personal challenges and 
ethical challenges. The literature review is arranged around these four identified challenges.   
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This section draws mainly on literature about educators in higher education, since little 
research to date has focused on the experiences of Australian VET teachers. However, it is 
assumed that teachers in higher education and TAFE are likely to share similar experiences 
when teaching adult culturally diverse international students, it is also acknowledged that there 
will be some differences between VET and university in terms of IELTS and other entry 
requirements. However, detailed discussion of these matters is outside of scope of this study. 
Sub-sections 2.3.1-2.3.4 in turn discuss teachers’ professional, educational, personal and 
professional challenges as discussed in the higher education literature. It is acknowledged that 
these challenges are not independent, rather they are interdependent. Subsection 2.4 then 
highlights the small amount of material that specifically concerns challenges of VET teachers.  
2.3.1   Professional challenges.   Professional challenges are faced by VET teachers 
while teaching international students. These are the challenges presented by rapid changes in 
their profession. For example, adequately and appropriately supporting students in Australia is 
at the heart of the sustainability of the international education sector (Baird, 2010). This puts 
enormous pressure on institutions which ultimately is passed on to teachers and their teaching 
practices (Tran, 2008). It appears that teachers are burning out in a constant effort to restructure 
their teaching and student learning method (Carroll & Ryan 2005).  
Teachers of international students experience a variety of professional challenges which 
are associated with the effects of internationalization. These include the increasing cultural 
diversity of the student body (Marginson, Nyland, Sawir & Forbes-Mewett, 2010; Adams & 
Gamage, 2008; Bathmaker & Avis, 2005; Marginson, 2000;), dramatic technological advances 
(Hillier, 2009) and the ever-changing international education market (Spring, 2008). These 
changes impact on the work of the educator, what they do, for whom and how (Takerei, 2010). 
Most particularly teaching and learning has become progressively scrutinized (Lumby, 2001 
cited in Adams & Gamage, 2008). This is a dynamic environment, responsive to technological 
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advances and educational internationalization, in which educators seek to reconcile the 
common goal of equitable outcomes with myriad differences in learner attributes and needs 
(Hughes & Bruce, 2006).  
Classroom challenges can be experienced by both international students and teachers in 
multicultural classroom settings. In order to support international students’ learning, teachers 
need to address a range of challenges which students experience. These include social and 
cultural adjustment, unfamiliar academic skills and educational background (Ryan & Viete, 
2009) and use of English as a second or additional language for study (Sawir, 2005; Robertson, 
Line, Jones & Thomas, 2000; Ballard & Clanchy, 1995; Hollins, King & Hayman, 1994). In 
addition, teachers may need to support international students with various personal problems 
associated with homesickness and culture shock; gaps in background knowledge, housing 
problems; and difficulties fitting into Australian life (Carroll & Ryan, 2005).  Although it is 
usually possible to direct the students to language tutors, to counselors, housing officers and 
other support staff, who continue to monitor international students’ problems, this often exerts 
pressure upon teachers as they are often a first contact for the students.   
For teachers, common concerns are grouped into students’ English language limitations, 
rote memorization and verbatim assignments (Taylor & Whittaker, 2009). According to 
Gordon and O’Brien (2007), teachers acknowledge the positive qualities of their students, but 
they are also irritated by their unexpected weaknesses and the extra demands that then fall upon 
them as teachers.   
Ballard and Clanchy (1995) state that overseas students tend to have different 
expectations of teachers and they often behave differently from Australian students. Adding to 
teachers’ professional challenges, students often enter the VET program with individual 
expectations, aspirations and fears and possess different levels and combinations of skills and 
comprehension. This foreignness exerts itself and, if only by implication, challenges customary 
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practices of teaching (Taylor & Whittaker, 2009). There is often a ‘gap’ in expectations 
between lecturers and international students (Ballard & Clanchy, 1995). Garcia, Arias, Murri 
and Serna (2010) point out that it is critical for teachers to harness each student’s motivation 
and demonstrate to them early that they can grow and flourish within this tertiary environment. 
A persistent challenge for teachers is the development of their capacity to move beyond the 
rhetoric of multicultural education theorizing to becoming multicultural in their thinking and 
actions (Gay, 2003).   
In summary, as indicated in this section, teachers of international students encounter a 
variety of professional challenges. It is notable that students generally enter education 
institutions with expectations, knowledge and behavior which have been shaped not merely by 
their individual personalities and abilities, but more fundamentally, by their previous 
educational experiences. Teachers too are shaped by their own cultural experience (Ballard & 
Clanchy, 1995). It is these culturally shaped differences which color the whole educational 
enterprise and cause many of the problems encountered in teaching overseas students. Before 
we can develop practical strategies for dealing with professional challenges, we need to 
understand more clearly, to get beyond surface clichés about poor English and inferior logical 
powers. The study looks at some basic classroom and interpersonal challenges and associated 
experiences by VET teachers.  
2.3.2 Ethical Challenges.   The second major type of challenge that teachers of 
international students experience relates to their ethical stance. Difficulties can occur when 
equally attractive options could be justified as “right” (Duignan & Collins, 2003; Kidder, 1995) 
and, conversely, when there are only equally unattractive options with equally undesirable 
consequences. Finding the right option is unlikely to be an easy feat and requires a deep sense 
of responsibility. Responsibility can be defined in ethical terms as the individual obligation to 
act according to a set of moral or ethical principles to ensure the students’ well-being and 
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interest (Oser & Patry, 1995). The three aspects which are essential in teaching responsibly are 
justice, care and truthfulness (Rowan & Zinaich, 2003). In a classroom setting with 
international students, these three aspects are particularly important because it is the teacher’s 
duty  to give priority to the education and welfare of all students, valuing diversity and treating  
students with care and being committed to the wellbeing of individuals and the community and 
to the common good (Queensland College of Teachers, 2008). In order to succeed in an 
increasingly globalizing business environment of international education, teachers need to 
recognize and understand how values and ethics differ as a result of cultural or other influences. 
However, Taylor and Whittaker (2009) claim that it is difficult to determine whether 
differences in ethics and values are indeed due to cultural differences or whether they might 
result from other factors.   
The meaning of ethics is not readily agreed on. Ehrich, Kimber, Cranston, & Starr (2011) 
suggest that while it is often defined as referring to matters such as misconduct, corruption, 
fraud and other types of illegal behaviour, ethics also draws on notions of integrity, honesty, 
personal values and professional codes. Importantly, they suggest that there does appear to be 
general agreement that ethics is about relationships - whether relationships with people, 
relationships with animals and/or relationships with the environment. Further, it can encompass 
what people see as good and bad or right and wrong. These perspectives imply that an ethical 
judgement often may need to be made about a given problem or situation. That is, people are 
likely to find themselves confronted with dilemmas.  A dilemma arises from a situation that 
necessitates a choice be made among competing sets of principles, values, beliefs or ideals.  
Within complex contexts and circumstances it may not be so easy to discern what the 
‘right' option might be and what the ‘wrong' option might be or whether the action is legal or 
illegal (Ehrich, Kimber, Cranston, & Starr, 2011) . It is not always simple to choose the ‘right’ 
option as opposed to the ‘wrong’ one (Kidder, 1995). As Kakabadse, Korac-Kakabadse, and 
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Kouzmin (2003, p. 478) state, there is not always a clear cut answer and what constitutes ethical 
behaviour is likely to lie in a ‘grey zone’. It is in the grey zone that teachers’ morality is tested 
in their everyday work. Ehrich, Kimber, Cranston and Starr (2011) have presented an ethical 
decision-making model that helps to explain the decision-making processes that individuals or 
groups are likely to experience when confronted by an ethical dilemma. The model identifies 
the critical incident, the forces at play that help to illuminate the incident, the choices 
confronting the individual and the implications of these choices for the individual, organisation 
and community.  
Ethical issues are central in teaching because its aim is to change people in particular 
ways and this may involve a close personal relationship with students and colleagues (Snook, 
2003). These relationships are formed within a hierarchically structured institution where 
power is played out and more knowledgeable teachers have influence over developing minds 
of students. As Snook (2003) stresses, all power relationships are ethically problematic. Felicio 
and Pieniadz (2003) focus on specific issues of relationships and demonstrate how ethical 
problems can arise based on circumstances such as unequal power. They point out the various 
roles that educators can play when dealing with students. These roles include teacher, mentor, 
advisor and counselor (Rowan & Zinaich, 2003). Teachers expect students to read, reflect, 
question, research, and do other things in order to learn. Student learning is paramount in 
education, so teachers who work hard to achieve that goal may face potential problems arising 
from educator-student relationships, for example the highly contested question of friendship. 
Brockett (2003) claims that friendships between students and teachers are not problematic; a 
professor who is a friend with students is likely to make a greater effort to ensure that the 
student is learning. Markie (2003) disagrees, claiming professors have an ethical obligation to 
refrain from becoming friends with their students. More precisely, he characterizes it as a prima 
facie obligation, which means that it is held unless overridden by a stronger obligation, one 
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that is of more ethical significance. Teachers often believe that responsible action such as 
caring for specific students reduces their effectiveness with respect to students’ knowledge 
acquisition. However, in research on the teacher’s professional ethos, two additional principles 
turned out to be equally important: any person in need has the right to be helped and second, 
in social situations, people have an obligation to be truthful in the sense of being authentic 
(Oser &  Patry, 1995).  
Another finding is rooted in the teacher-centered misconception that a good teacher is 
defined by his or her popularity and excellent presentation skills (Ramsden, 2008) A popular 
teacher is often the one who provides the material in classes, strives for presenting the factual 
information in the most effective way, ultimately focusing on ‘what the teacher does’ rather 
than ‘what the student does’ (Biggs, 2003, p.22). In addition, this attitude may have its roots in 
performance appraisals the institution imposes on its teaching staff. The trend these days is to 
consider education more like a service that is provided for profit; therefore, the ‘performativity’ 
issues play a very important role in measuring teachers’ competencies (Boshier, 2006). But the 
research is unable to identify the pressure that this puts on teachers (Lishchinsky & Rosenblatt, 
2009). What practices are followed by teachers to be rated as popular or good by students? 
Where does the teacher draw the line in their actions to be popular? It’s a testing situation, 
which often puts teachers in conflicting situations as to how far it is legitimate to help students. 
This research investigates the measures taken to solve these ethical dilemmas and challenges 
faced by teachers in solving them.  
Scott (1998) points out that we generally do not think about ethics until we encounter our 
own ethical crisis and breakdown socially. Codes of Ethics outline principles that are 
recommended to be followed situations specific to an event, but sometimes, they address only 
issues that are already part of our consciousness. They say nothing about situations that have 
never arisen. Then teachers experience a challenge that leads them to recognize an ethical 
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dimension in making choices and resolving conflicts. Rather than solving the conflict as and 
when it arises, in ethical or moral terms, teachers tend to take for granted their pragmatic, costs-
benefits, problem-solving approach in dealing with difficulties (Scott, 1998).   
With regard to teaching in VET, McLean (2010) points out that there are concerns that 
economic imperatives now dominate the policy directions that shape the sector (Anderson, 
1995). Moreover, imperatives that concentrate on capacity building (often undertaken through 
VET programs in the Adult Community and Further Education sector), compete for funding 
and resources (Clemans, 2009). There is also an emerging tension around ‘contestability’, a 
key term associated with the Skills Reform which was announced in 2008 in the document 
‘Securing jobs for your future: skills for Victoria’. This document describes the new funding 
relationship between the Victorian government and all public and private RTOs (DIIRD, 2008). 
Prior to the 2008 Skills Reform the bulk of government funding was directed towards the TAFE 
sector and was known as Profile Funding. Under the new arrangements almost all funding will 
be distributed to public and private RTOs based on market driven demand, as such, funding 
follows the student as opposed to large institutional contracts. Contestability is essentially 
competition within a limited market with one supplier of funds. Such changing nature of the 
workplace results in ethical dilemmas (Lankard, 1991). "There's more pressure on people in 
organizations than there ever has been to do more with less and adjust quickly to changes. In 
response to that pressure, people may cut corners, may engage in expedient but questionable 
behavior" (Kirrane, 1990, p. 55).   
As indicated in the section, there is a considerable gap in the literature that focuses on 
ethics and teachers of international students within the VET sector regarding ethical issues for 
teachers. This is extraordinary considering the plethora of educational dilemmas and 
subsequent decision making and reasoning that is currently required for moral and ethical 
teaching (Tobias & Boon, 2009). A major focus of this study will be on the ethical challenges 
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faced by teachers and the consequential dilemmas teachers face in decision making and 
reasoning.   
2.3.3  Educational Challenges.  In the current tertiary qualifications environment, 
educational organizations are seen as accountable, and they are expected to implement 
continuous externally-driven reforms (Moos, 2005). Vocational educational institutions are 
compelled to respond to shifting mechanisms for funding, monitoring and evaluation; they are 
obliged to take into account the needs of industry and engage with regional and community 
needs through regional strategies. As tertiary institutions respond to educational reforms and 
various stakeholder concerns, tertiary teachers are involved in a state of ongoing compromise 
as they seek to negotiate the contexts in which they teach – curriculum, institution and student 
body (Takerei, 2010). Over the years, emphasis on maximum profitability in the field of 
education has led to teachers being increasingly supervised and monitored, to the extent that 
external evaluations now control teachers’ work (Meyer, 2002).  
The functional shift from teachers being messengers passing on knowledge as 
intermediaries in relation to individual learning processes is having far-reaching implications 
for the qualifications in VET colleges (Grollmann & Rauner, 2007). The diversity of most 
communities in many parts of the world has made teaching and educating teachers much more 
difficult than ever before and there are expectations that teacher education needs to develop 
teachers who have learned to teach with a cultural eye (Irvine 2003; Zeichner, 1996). VET 
operates in a constantly changing environment, and its teachers need on-going support to be 
well-prepared to provide satisfactory outcomes for international students, yet there are clear 
differences between recruitment in VET and recruitment in the general education sector.   
In Australia, there are some particular aspects of recruiting teachers in VET which differ 
from teacher recruitment and education for general schools. In particular, the TAA-40104-
Certificate IV in Training and Assessment /TAE40110- Certificate IV in Training and 
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Assessment - qualification required for VET teachers is at Certificate IV level, which falls short 
compared with the minimum Bachelor or Graduate Diploma degree required for school 
teaching which involves intensive practical experience. However, little government action has 
been taken to give the technical college teachers parity with teachers in the school sector and 
limited statutory qualification in terms of Certificate IV has been required to teach in a 
vocational college, reflecting the view that vocational expertise and experience was adequate 
for teaching (Grollmann & Rauner, 2007). The teachers have the opportunity to undertake the 
TAA40104-Certificate IV in Training and Assessment, which is now upgraded to TAE40110- 
Certificate IV in Training and Assessment as the current industry benchmark for anyone 
responsible for competency-based training program design, development, delivery and 
assessment in the national VET sector. The TAA40104 is currently under review. One of the 
issues that the review has been addressing is how to keep a common base qualification for VET 
practitioners whilst avoiding the ills which accompany a “one size fits all” approach. To use 
Schon’s (1987) swamp analogy, the TAA certificate addresses the ‘high ground’ where 
‘relatively unimportant’ issues can be solved (Schon, 1987, as cited in Hobley, 2008, p. 28). 
Down, De Luca and Galloway (2010) in their recent study on how the Certificate IV in TAA 
is valued by early VET Practitioners, discovered that participants had mixed opinions about it 
ranging from a better understanding of their role as VET teacher, growing confidence, to not 
being useful for those with limited experience in pedagogy and no previous exposure to the 
VET sector.   
Furthermore, to encourage people to enter the VET profession, alternative, fast-track 
routes of certifying teachers including online programs and summer programs have been 
employed by many providers. These alternative programs often cater to mid-career switchers, 
college graduates who decide after graduation that they want to teach, and paraprofessionals. 
They often have very little, if any, academic training in the practice of pedagogy (Scanell & 
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Scanell, 1995). When people change their careers often in a lifetime, they need to learn how to 
cope and to adapt to new conditions of performance. Nijhof and Brandsma (1999) see it as 
“learning to learn to work” starting with the concept of 1) basic skills related to work, 2) 
common skills related to cluster of jobs, and 3) skills related to transfer and transition building 
up career for employability. It is paramount to raise basic questions: how fundamental and 
stable are generic skills and whether these generic skills possess transferability? Mitchell and 
Ward’s (2010) national survey of VET skills conducted in late 2009 and undertaken by 2,230 
VET practitioners, found that by 2014, the current skill levels of the average Australian VET 
trainer and assessor will meet only 62% of this group’s professional work requirements.  
Some educational leaders and policy makers praise the fast-track programs as taking a 
fundamental step towards improving public education by recruiting “the most talented 
members” of the next generation to teach (Kumashiro, 2010, p. 2). Nonetheless, research 
remains inconclusive on whether alternative, fast-track programs are succeeding in producing 
more effective teachers. (Zeichner & Conklin, 2005). Support for these alternative routes 
signals not merely an increase in competition for teacher preparation programs but, more 
significantly, a devaluing of teacher education altogether, which is often symbolized by the 
more “traditional” routes. Cornford (1999) also argues that the quality of VET trainers is being 
neglected and diluted by increasing numbers of inadequately trained part-time and casual staff, 
stating that the “increasing skills required by Australia could only be produced by highly skilled 
and qualified vocational educators” (p. 44).   
Hellwig (2006) emphasizes the need to address the pending shortage of VET staff and 
the importance of focusing more on professional development of the VET teaching workforce. 
Rhodes, Stokes and Hampton (2004) and Billett & Seddon (2004) indicate the value of 
collaborative teamwork in VET. Adey, Hewitt & Hewitt and Landau (2004) submit that 
methods of running a classroom, or school, or local authority or government which worked 
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well 20 years ago will not work well now and the process of change in learning becomes little 
less frightening by talking with the other teachers in training or in-service courses and by the 
simple act of ‘rubbing shoulders with professionals who are truly immersed in their practice’ 
(Kreiner, 2006). It helps teachers learn that others are as vulnerable as they are and that help 
and sympathy could be obtained by sharing fears, difficulties and ‘errors’. Moddie, Wheelahan, 
Curtin, Arkoudis and Bexley (2011) advised that vocational teachers in Australian universities 
reported adequate staff support and development opportunities, but did not always have the 
time or inclination to take much advantage of these.  
The topic of professionalization in the vocational and further education sector is currently 
much discussed. It is suggested that the development of formal qualifications can provide the 
credentials necessary for the professionalization of teaching (Ingersoll & Perda, 2008) and can 
improve teaching practice. However, most trades and pre-trades teachers do not have teaching 
qualifications, and reject the prospect of being identified as a teacher. Moreover, professional 
development centres within tertiary institutions tend to be aligned with administrative 
departments or service units (MacFarlane & Hughes, 2009). Much of their approach is 
procedural and contained within quality control systems (Carew, Lefoe, Bell, & Armour, 2008; 
Ramsden, 2008). Very often professional development units are seen as a part of a ‘quality 
industry’ (Ramsden, 2008). Often a centralized approach of professional development 
contributes to a lack of credibility, a strategic resistance for professional development 
(MacFarlane & Hughes, 2009). Time and resources at an institutional level are needed to 
support the development of ‘occupational identity’. While practice comes under increased 
scrutiny and demands increase, educators rarely have the opportunity to consider not only what 
they do, but for whom and for what reason (Takerei, 2010). Strong social control as opposed 
to professional autonomy is regarded as a prime factor in the professional development of 
teachers. There is clearly a need to understand how teachers negotiate their professional 
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identities in the present climate, and how they perceive their agency in different work and 
management cultures.  
This research examines this gap by identifying the dilemmas faced by VET teachers of 
international students with varied qualifications and support. At this point, it is vital to research 
the implications on teaching and learning by teachers who are teaching with only industry 
experience or fast-track certification. Equally important is it to identify the classroom skills 
that teachers possess and the dilemmas faced by them with little or no experience in classroom, 
especially given further pressures of working in a culturally diverse context.  
Conceptualizations of internationalization remain limited as long as the implications for 
pedagogy of teaching staff of international students remain unexamined (Bennett and Kane, 
2009). The study will consider VET teachers’ dilemmas associated with teacher preparation 
for internationalized educational contexts. It will be worthwhile to identify issues such as: the 
educational support the teachers get from the organization; how the teachers cope with changes 
in laws and regulations and keep them up-to-date with the current industry requirements? Or 
are they left to discover things for themselves?  What are the impacts on their professional life?  
2.3.4 Personal Challenges.  Teachers of international students often experience 
challenges of a personal nature associated with analyzing, problem solving, critical thinking, 
and resolution of conflicts between personal and organizational values (Stearns, 2009).  They 
also may also be personally affected by ethical issues. In studies on organizational justice, 
Greenberg (1990, 1995) and Moorman (1991) have consistently shown that employees expect 
organizational decisions to be fair. However, the coordination of three major ethical criteria, 
namely truth, care and justice; in cooperation with concerned persons such as colleagues and 
managers, can prove problematic. Loi, Hang-yue & Foley, (2006) claim that sometimes, the 
attempt to reconcile all these values can be too stressful for the teacher, even resulting in 
nervous breakdown on occasion. Rowan and Zinaich’s (2003) studies have indicated a link 
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between the way employees perceive ethics in their workplace and their intent to leave or 
voluntary leaving 
The interplay between the personal and professional lives of teachers is a key factor in 
their sense of identity and job satisfaction and by inference, in their capacity to maintain 
effectiveness as teachers (Townsend & Bates, 2007; Takerei, 2010). Vahasantanen and Billett 
(2008), in examining the nature of vocational teachers’ work and their need for meeting the 
demands of rapidly changing work practices, describe VET teachers as negotiators of 
professional identity and personal strategists who deploy a range of resources in their active 
reshaping of themselves and their work. Teachers seem to expand the boundaries of their 
engagement in work as they learn to strengthen their personal agency through work practice. 
The development of a teaching identity within vocational education takes place in a contested 
environment within a tertiary institution. Issues relating to motivation, conflicting identities, 
the value given to good teaching, professionalism and qualifications, and the positioning of 
professional development within an institution are seen to be key challenges affecting the 
notion of a ‘teaching identity’ that is collective, anchored, and supports innovation  (Takerei, 
2010).   
Researchers who study teacher responsibility tend to forget that a teacher is a person with 
a private life and extraprofessional responsibilities (Brockett, 2003). The distinction between a 
private life and work (teaching and other duties) calls for a conception of professional morality 
where, as in private morality, any value (including extraprofessional values) can conflict with 
any other value (Oser & Patry, 1995). For example, in situations when work parameters are 
decided by others such as student quotas, criteria for evaluation, discipline procedures and 
layoffs, the attitudes with which the work is to be done are also prescribed and pressures are 
put on workers which Scott (1998) describes as paramount to ‘be a loyal member of the team’ 
or ‘to please the customer at all costs’. 
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Educational institutions are seen as keys to economic growth and development which 
place stress on teachers (Stearns, 2009) as they are expected to teach, uphold a duty of care, act 
in the best interests of their students (Mahony, 2009) as well as encourage students (Townsend 
& Bates, 2007) in addition to coping with variety of tensions (Dempster & Berry, 2003; Shapiro 
& Gross, 2008) like racial tensions, an increased dissatisfaction of students and student 
motivation (Gutmann, 2003).  Davis (2003a, 2003b) note that there is little appreciation given 
to good teaching. Gutmann (2003) further adds that working in the current environment makes 
it difficult for teachers to bond and develop a positive sense of professionalism. Although 
Gutmann (2003) describes this about primary schools, the same can hold true for teachers 
working in different educational sectors. A hierarchy exists within institutions such as TAFE 
in Australia that offer both degree and certificate level courses and trade and professional or 
semi-professional vocations. Teaching is sometimes undervalued in tertiary institutions. For 
example, Brewer (2003) asserts that the role of an educator in many tertiary environments is 
seen as a ‘second best pre-occupation of those unsuccessful in research’ (Brewer, 2003).   
Justice, Greiner, and Anderson (in Taylor & Whittaker 2008, p.20) found a correlation 
between teacher preparation, teacher satisfaction, and continuation in teaching. Teacher 
commitment to the moral, ethical and enculturation responsibilities can prove very 
overwhelming if they are not prepared well. Davis and Moely (2007) express that it is not 
uncommon for the new teacher to experience depression and self-doubt which can be prevented 
if they are prepared well. Teacher retention is linked to teacher preparedness and teacher 
support. In Education for All Global Monitoring Report, Shockley (2008), claims that the cost 
of replacing a large number of teachers after one or two years of service substantially outweighs 
the cost of training them well and supporting them in their first few years of teaching (p. 130).  
The problems of teaching often becomes too demanding and, consequently teachers 
choose an alternative career, especially if they do not receive adequate mentoring and 
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supervision early in their  profession and if their professional growth endeavors are not 
recognized and rewarded (Kiggins & Cambourne, 2007). Research has consistently shown that 
teachers leave their work because of lack of satisfaction and burnout (Guglielmi & Tatrow, 
1998; Hale-Jinks, Knopf, & Kemple, 2006). How a person reacts to stress depends upon the 
nature of the stress encountered and his or her individuality. Noted stress researchers French 
and Caplan (1972) refer to this as goodness of fit between job demands and individual abilities. 
If the fit is one of incongruence, then the individuals’ psychological reaction could be burnout. 
Furthermore, when feelings of burnout persist, the person is more likely to develop behaviors 
that have negative consequences for the individual, organization and students; diminishing 
commitment to continued teaching (Schwab, 1995).   
The current study will explore the interplay between professional and personal dilemmas 
faced by teachers of international students, its implications for their personal life; the 
international students as well as the VET institutions.  
2.3.5  Summary.    Sub-sections 2.3.1-2.3.4 discussed teachers’ professional, 
educational, personal and ethical challenges as discussed in the higher education literature. 
While there is a significant body of literature about international students and their teachers in 
universities, and in US community colleges, scan of the literature showed limited research 
about them in the Australian VET context. It is this specific gap that this study addresses.  Sub-
section 2.4 highlights the small amount of material that specifically concerns challenges of 
VET teachers.   
2.4    Challenges of VET teachers of international students in Australia  
In this turbulent time in the Australian VET sector (Takaeri, 2010), teachers are faced 
with many other professional challenges besides managing interactions in culturally diverse 
classrooms. Training and VET organizations are seeking new ways of responding to the 
challenge of developing the expertise of their teachers to teach effectively in times 
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characterized by changing student profiles and changing government and community 
expectations and demands  (Figgis, 2008; Johnson, 2010).   
Mezirow (1997) claims that in the 21st century where constant change would be the norm 
and where work would become more abstract and technology more sophisticated, workers, in 
this case teachers, require learning that empowers them as “autonomous agent[s] in a 
collaborative context rather than to uncritically act on the received ideas and judgments of 
others.” (p. 8). This is particularly relevant to the VET context because as VET and TAFE 
teachers’ identity is redefined, there is a greater need for teachers to engage with policy to 
understand the trends and direction of their sector (Clayton & Fisher, 2005). However, a 
teacher’s relationship to policy may be less to do with critiquing the policy and more to do with 
the modification or reinterpretation of policy to meet their operational needs after the policy is 
announced (Honan, 2004; McLean, 2010). Underpinning teaching and assessment methods is 
the national guideline for registration of a training organization, the AQTF (McLean, 2010; 
Stowell, 2010). Meeting AQTF requirements has also increased the amount of documentation 
within VET to the point that some educators believe they are generating more documentation 
to meet compliance than they are to develop training strategies (Grace, 2005). The increase in 
administration within a teacher’s workload has contributed to the redefinition of teachers work 
and identity especially in TAFE where terms such as new-vocationalism (Chappell, 2001) or 
the new-VET professional (Mitchell, 2003) have been used to describe a more service oriented 
form of education. In the environment of New Vocationalism (NV) this “requires pedagogical 
approaches and strategies that vary from those traditionally used in the VET sector” (Chappell 
& Johnston, 2003, p. viii). These pedagogical strategies require a new theoretical framework 
that is based on the concept of competence (Azemikhah, 2010).  
There appears to be a need to bridge a strategic gap between the micro, realistic view of 
the VET teacher’s day-to-day lived experience and practice and the macro, idealistic view of 
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government, their policy makers and the managers of their agencies. Management ensures that 
teachers are compliant to implement the National Training Packages and the Australian Quality 
Training Framework (AQTF) standards. Bradley (2010) in the study of TAFE teacher’s 
perception of implementing National Training Packages highlights that teaching duties have 
taken second place to administration duties. The negative impact of the growth in 
administration duties on teaching duties was reported in an Office of Training and Tertiary 
Education (2002) research project Have your say; key findings report. Teachers expressed 
concern about: having no spare moment to become enthusiastic; their disappointment with the 
government’s failure to honor a planned AQTF consulting process; limitation in the AQTF; 
management-supervised execution of regular AQTF audits; and having no way to avoid 
complying with unwelcome changes and the pressure to meet the demands.  
TAFE corporate policy statements indicate the need for entrepreneurial, innovative and creative 
teachers, completely in tune with the needs of industry and the market generally (TAFE NSW, 
2007). However, recent research on the work of head teachers in TAFE NSW (Black 2009a, 
2009b), has indicated that such is the dominating influence of the audit culture that it has 
transformed the work of TAFE teachers. One critical analysis of the effects of the audit culture 
on the VET system is provided by Hodkinson (2008) in a study of the British further education 
(FE) system. He sees parallels and links between the rise of the audit culture and the rise of 
evidence-based practices in academic research, which he terms a neo-positivistic research 
stance. According to Hodkinson (2008), the Future Education (FE) sector has demonstrated the 
extreme aspects of audits due to its relatively low status and the competitive basis for its 
funding. In FE colleges, considerable time is spent collecting data to demonstrate performance 
in order to bid for funding. “Inspections” of teachers by external agencies and internally by 
peers are a common and dominating feature of FE college life (Black & Reich, 2010). Avis 
(2007) also from a British FE perspective, writes of how ‘performance management enables 
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the state and its institutional arm within management to direct practice’ (p. 105). Concurrent 
with these changes, in classroom mediations involving teachers and students there remains ‘a 
space for struggle as well as outcomes that are contrary to those of policy makers and 
curriculum designers’ (Avis, 2007, pp. 125-126).  Despite the micro management of teaching, 
standardization of practices and the enormous resources in terms of time and paperwork spent 
accounting for performance, there is little evidence that student learning has improved. 
 
 
2.5 Summary and conclusion  
This literature review has outlined the context of the study. Over the last decade, a new 
consensus has emerged that teacher quality is perhaps the most significant factor in students’ 
achievement and educational improvement (Hollins & Guzman, 2005).  As revealed by this 
literature review, although most VET sector institutions concentrate on increasing student 
satisfaction with their educational experience, increasing participation in study abroad, 
enrolling more international students and internationalizing the curriculum, it appears that less 
attention has been paid to understanding the challenges and  associated dilemmas encountered 
by VET teachers at the onset and during their educational endeavor.   
Teaching requires judgment, appropriate action and the capacity to reflect and revise 
decisions on the basis of observations and insight. ‘Learning to teach’ means gaining 
theoretical and practical knowledge along with the development of interpersonal skills. 
However, theory does not necessarily help in responding to the needs for ideas and activities 
that work in the classroom (Loughran, 2007). One difficulty created by the theory-practice gap 
then is that policy makers, perhaps too easily, look to theory for solutions to educational 
problems; however such problems are not necessarily congruent with the needs and concerns 
of teachers. The knowledge of teaching must include teachers’ perspectives and therefore must 
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be drawn from teachers’ experiences of their classrooms. This literature review shows that 
there are evident gaps in knowledge relating to the nature of challenges experienced by VET 
teachers. While recent studies (Black 2009a, 2009b; Marginson, Nyland, Sawir & Forbes-
Mewett, 2010; Mitchell, 2003; Stearns, 2009 and Takerei, 2010) seem to have identified broad 
problem areas, VET teachers’ challenges and associated dilemmas and their wider implications 
are inadequately investigated or addressed. Therefore, the study seeks to learn more about the 
challenges faced in classrooms from the VET teachers’ perspective to create a more hospitable 
environment and activities in which a student can succeed both as learner and as an active 
partner in the education process. As Patton (2002) suggests, perspectives, gathered from 
‘inside’ will expand the debate as to what is “the case”. This is not a new endeavour but it is 
an important step in the process of regaining VET teachers’ voice.   
The literature review identified four recurring challenges namely Professional 
challenges, Personal challenges, Ethical challenges and Educational challenges. It also 
identified significant research gaps with regard to VET teachers’ experiences in teaching 
international students in Australia. The identified challenges provided the underlying structure 
for data collection, analysis and presenting the findings of the study. The next chapter describes 
the method that this study adopts to address the identified gaps. It outlines the methodology 
used for the project, provides a rationale for the choices made in terms of analytical approach, 
and includes an account of factors that influenced the conduct of the study.  
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Chapter 3: Methodology 
3.1 Introduction  
The four challenges identified in the literature review provided key points around which 
I structured my data collection and analysis and presentation of findings. The analysis extended  
the findings of the literature review by identifying not only 27 challenges relating to three 
different types of challenges, but also 7 dilemmas which arose from particular challenges. The 
challenges are presented in Chapter 4 and the dilemmas are shown in Chapter 5.       
This chapter describes the design for the research. It explains that responsive 
interviewing and inductive analysis were used to explore the current understanding of VET 
teacher challenges and dilemmas in vocational educational institutions. Section 3.1 provides 
an overview of the method used in the study. Section 3.2 presents the data collection approach 
with qualitative responsive interviewing as the primary data gathering method. Section 3.3 
outlines the research design followed. Section 3.4 details the sample for the study. Section 3.5 
outlines the data-collection procedure. Section 3.6 discusses how the data was analyzed and 
Section 3.7 discusses the ethical considerations of the research, and Section 3.8 examines the 
quality of the research and credibility of the findings. 
3.2 Overview of method  
3.2.1   Introduction.     The study aimed to investigate challenges and dilemmas faced 
by teachers of international students in VET and the extent to which challenges and dilemmas 
influence teachers personally and professionally. In order to investigate this, a qualitative 
approach was adopted to gather and analyze data. In order to minimize the effects of my 
subjectivity as researcher, I have adopted an experiential or “second-order” perspective, that 
is, through a qualitative analysis of interviews this research deals with people’s experiences of 
aspects of the world. (Marton, in Sherman and Webb, 2005, p. 140). This section describes the 
methodology and explains why it has been selected for this research.  
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3.2.2   Qualitative approach.    This study is exploratory and essentially qualitative. A 
distinction between what knowledge to pursue fundamentally separates quantitative and 
qualitative inquiry. Quantitative researchers have pressed for explanation and control; 
qualitative researchers have pressed for understanding and complex interrelationships among 
all that exists (Stake, 1995, p.37). The nature and objectives of any research inevitably dictates 
the research design. Research that seeks objectivity, generality, and predictability that attempts 
to discern the ‘truth’ or explanation is best suited to quantitative research methods. However, 
many phenomena are neither easily measured numerically nor statistically compartmentalized, 
especially human experiences (Tesch, 1990). Qualitative research, in contrast, seeks 
understanding rather than explanations. The qualitative approach is based on subjective and 
relative understanding (Burns, 1990). As Hodkinson (2008) indicates, there are many complex 
variables in the learning process, and what is valuable is often hard to measure in quantitative 
terms. It logically follows therefore, that “the appropriate paradigm for research should be 
determined by the most comfortable fit that can be established between the research 
assumptions and the nature of the phenomena to be studied.” (Janson, 1992, p. 80). In this 
research, the phenomenon being studied related to the challenges and dilemmas of VET 
teachers of international students.  
The intent of this research was to reveal the ways the participants conceptualize their 
experience of workplace dilemmas, to describe, “How things look from the point of view of 
the respondents” (Pratt, 1992, p. 204). The role of the researcher was to discover and describe 
the distinctively different ways in which individuals relate themselves to various aspects of 
their world (Flick, 2006). Eliciting the perspectives of the individuals necessitates 
communication. The approach that satisfactorily facilitated communication for the current 
study was interviewing. The aim of the interview was to generate verbal data that have enabled 
me to describe the phenomenon, as described by respondents. (Pratt, 1992).   
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This study has adopted an interpretivist approach as understood by Merriam (1998) 
where empirical data were gathered through the stories and experiences of the interviewees. In 
this interpretive research, vocational education is considered to be a process and the vocational 
educational institution is the site of the participants’ lived experience. Understanding the 
meaning of the process or experience constitutes the knowledge to be gained through inductive 
analysis.  
The aim of the study was to investigate the dilemmas faced by teachers of international 
students in their experience of teaching international students. Optimizing the chance of 
achieving this required not only attention to the design of the interview but also consideration 
of the personal and physical environment (Pratt, 2002). Common to qualitative literature on 
interviewing is the need for the interview design to attend to the environment, both personal 
and physical. Sandberg (1996) encapsulates this idea in what he describes as a two-dimensional 
interrelated approach, identified as the ‘objective dimension’ and the ‘confidence dimension’. 
He explains the aim of these dimensions:   
“The purpose of such a dimension (objective dimension) in the interview is to facilitate 
reflection by the research participants on their lived experience in as advanced a way as 
possible. The aim of the confidence dimension is to establish and maintain a social relation 
between researcher and research participant which ensures that the objective dimension 
proceeds smoothly during the interview. These dimensions are interrelated” (p. 78).   
Therefore, in this study I implemented steps to ensure research quality by minimized 
researcher bias and building up interviewees’ confidence by encouraging open discussion to 
spring ‘naturally’ as described further in Section 3.8. I also guarded against allowing my 
subjectivity to influence data collection and analysis by adopting a second order perspective. I 
understood this to mean that I should describe the VET teachers’ experiences as they appeared 
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to them as diverse individuals. Following Sherman and Webb (2005), I sought to characterize 
how their particular circumstances appeared to them.   
Research literature refers to the different roles of researcher, and emphasizes that 
research is not a passive activity which has no implications to those being researched, but rather 
a ‘mode of interrogation that derives the development of structural coherence’ (Brown & 
Dowling, 1998, p. 138).  
This research is of an epistemological, rather than an ontological, kind. That is, the 
‘realities’ to be recorded are not external to the individual interviewees, but are transmitted 
through subjective interpretation of their own experiences of challenges and dilemmas and their 
strategies to cope with it. With this goal in mind, I designed my interviews to elicit examples 
of the concepts that are central to the interviewees’ understanding, by asking them to discuss 
examples of challenges and dilemmas. Doing so provided me with the data needed to draw 
nuanced conclusions about the nature of the teacher challenges and dilemmas and the strategies 
they used to solve them (Rubin & Rubin, 2005).  
3.3 Research Design  
3.3.1   Introduction.    The exploratory study investigated the challenges and dilemmas 
faced by teachers of international students in vocational education and training. It addressed 
the research gaps identified by the previous literature review, associated with limited 
knowledge about the experiences of VET teachers of international students. Therefore, it 
responded to the following research question:  What are the principal dilemmas faced by VET 
teachers in providing quality education to international students in Brisbane?  
The following sub-sections outline the phases of the study and the data collection and 
analysis approach.  
3.3.2   Phases of the study.  The study comprised of the following six phases:  
Initial planning  
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Literature review and identification of research gaps to be addressed   
Pilot study – data collection (interviews) and initial analysis   
Data collection (main study) – interviews and textual analysis  
Data analysis and interpretation  
Presentation of findings  
The outcome of Phase (i) is presented in Chapter 1, which outlines the overall plan for 
the study.  With regard to Phase (ii), Chapter 2 presented a review of selected literature relating 
to the context and challenges and dilemmas teachers experience in teaching international 
students, and the changing nature of teachers’ work. The study also drew on a wider body of 
literature relating to economic reform and international student market change. It also included 
statistical data derived from the number of published reports to produce a picture of the current 
international education in VET sector. This material formed the background to the study and 
provided the context in which the empirical data was gathered. In determining which research 
method to use for this study, I drew upon a wide range of sources about qualitative 
methodology (Brown & Dowling, 2009; Creswell, 2008; Cohen, Manion & Morrison, 2007; 
Flick, 2006; Glesne, 2006; Rubin & Rubin, 2005; Hatch, 2002; Lidstone, 2002; Patton, 2002; 
Merriam, 1998; Kvale, 1996;  Scott & Usher, 1996; Burns, 1990).  
Phase (iii) was a pilot study, consisting of interviews with 2 teachers of international 
students. The pilot study paved the way for the main study, which involved collection and 
analysis of interview data. For Phase (iv) interview participants were 15 VET practitioners 
working in a range of VET sites in Brisbane. These practitioners were selected from a range of 
VET providers, including Technical and Further Education (TAFE) institutions and private 
organizations. Care was also taken to ensure that the selection ensured gender balance and 
included full-time and part-time teachers. The research focused on VET institutions in Brisbane 
and did not examine state differences, although this might well be a fruitful area for further 
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research. Yet I had to ensure that my empirical research was supported by ‘the collection, 
analysis and presentation of primary data in a rigorous, systematic and methodical way’ (Scott 
& Usher 1996, p. 10).  Phase (v) involved inductive analysis and interpretation, to identify 
thematic categories to describe and develop understanding about the teacher’s challenges, 
dilemmas and needs. I followed the analytical principles developed/presented by Rubin and 
Rubin (2005). Finally, Phase (vi) resulted in the presentation of the findings in a MEd 
(Research) thesis and publications associated with this research.  
3.3.3   Data collection and Responsive interviewing.     The methodological approach  
used in the study is that of responsive interviewing (Rubin & Rubin, 2005) in the VET context 
to gain first-hand insights about VET teachers’ professional, personal, educational and ethical 
dilemmas and their interrelationships. Responsive interviewing (Rubin & Rubin, 2005) 
involves in-depth interviewing. It relies heavily on an interpretive constructionist approach and 
is shaped by the practical needs of doing interviews. Responsive interviewing recognizes that 
each conversational partner-(interviewee) has a distinct set of experiences, and different areas 
of expertise. The goal of responsive interviewing is a solid, deep understanding of what is being 
studied, rather than a broad overview. Depth is achieved by seeking and examining context; 
dealing with complexity of multiple, overlapping, and sometimes conflicting themes; and 
paying attention to the specifics of the meanings, situations, and history. Most of the responsive 
interviewing research done by Rubin and Rubin is on problems of the public sector or an 
advocacy organization that seeks to influence the public sector. Their experiences include 
formal interviews with assistant secretaries of cabinet-level departments, casual conversations 
in rice paddies with Southeast Asian farmers, and informal interviews in retirement homes. 
Extensive reference to their studies are included in their book “Qualitative Interviewing- The 
Art of Hearing Data” (Rubin & Rubin, 2005, p.18).  
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Rubin and Rubin (2005) developed a responsive interview model to enable learning about 
something in depth from another person’s point of view. This model involves: choosing 
interviewees who are knowledgeable about the research problem; listening carefully to what 
they tell you; and asking additional questions about their answers if needed. They called this 
approach responsive interviewing because the researcher is responding to and then asking 
further questions about what he or she hears from the interviewees rather than relying on 
predetermined questions. The philosophy that underlies the model is underscoring the 
importance of working with interviewees as partners rather than treating them as objects of 
research.  
In this research approach, those who respond to interview questions are referred to as 
interviewees, teacher participants or conversational partners. The term conversational partner 
has the advantage of emphasizing the active role of the interviewee in shaping the discussion 
and in guiding what paths the research should take. In responsive interviewing, the researcher 
and the interviewee develop a relationship within a conversational partnership that influences 
the interviewing process. The responsive interview model (Rubin & Rubin, 2005) emphasizes 
that the interviewer and interviewee are both human beings and not recording machines, and 
that they form a relationship during the interview. This approach generated ethical obligations 
for me. To ensure accuracy and credibility, as a researcher I established a professional rapport 
rather than personal friendship with the participants. Throughout the interview process, I 
maintained a formal or professional relationship with the participants and developed an 
empathetic rapport. A friendly, respectful approach helped establish an effective interview 
process, putting interviewees at ease and focusing on their experiences. I established 
appropriate boundaries to define the research relationship and advised participants before the 
interview that such a relationship would terminate when the project ends (Hatch, 2002). I 
furthermore reminded the interviewees that there is no right or wrong answer and that I am 
      56 
primarily interested in their experiences and dilemmas they face.  Moreover, as researcher, I 
made a conscious effort to “bracket” my own preferences and assumptions when interviewing 
and analyzing data.  
My interviews were informal. Open-ended questions were asked so that the participants 
could best voice their experiences unconstrained by any perspectives of the researcher or past 
research findings (Creswell, 2008). Only after the first question was fully answered, at least as 
far as the interviewee described/expressed, and needed follow-up questions were answered, the 
second question was posed. The subsequent questions were asked by making links to what the 
participant had just been discussing to avoid making it sound like a split conversation. In my 
approach to interviewing, I chose to deliberately withdraw the authority of my experience as a 
‘teller’ and to create an environment of trust that encouraged participants’ to construct their 
own, personally meaningful experiences about teaching dilemmas and strategies. To ensure 
accuracy, the entire interview was audio recorded. A normal conversation drifts along with 
little goal other than sociability, but in these interviews, I was seeking particular information 
and so I gently guided the discussion, lead it through stages, asked focused questions, and 
encouraged the interviewee to answer in depth and at length.   
Responsive interviewing offered opportunities for detailed exploration of complex issues 
as participants gave information within a conversational framework. It also provided a flexible 
approach to eliciting and exploring information from VET teachers since the interviewer could 
pursue a particular response with an individual; ask for elaboration or redefinition; or probe 
and pursue factors or feelings that arose during the exchange. Interviews with teachers provided 
illuminating experiences into their dilemmas, challenges and strategies used by them. Open 
discussions, were useful as they provided an insight into how teachers in VET organizations 
felt about their job and dilemmas. Furthermore, they provided the study with an overview of 
the types of issues underlying and influencing the central research question.  
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3.3.4   Analysis of interview data.    The current research fell within an interpretative 
paradigm because it is a synthesis of individual perceptions and descriptions (Cohen et al, 
2007). Therefore, in analyzing the data, I was concerned with individuals’ perceptions, as 
expressed through their personal constructs. This contrasts with a positivist approach that 
involves a more ‘scientific’ or mathematical approach to data analysis. Qualitative analysis is 
not about mere counting or providing numeric summaries. Instead the objective is to discover 
variation, portray shades of meaning, and examine complexity. The goals of the analysis were 
to reflect the complexity of human interaction by portraying it in the words of the interviewees 
and through actual events and to make that complexity understandable to others. I drew upon 
direct quotes from the interviewees and included them alongside each category of description 
to demonstrate that the categories were an accurate reflection of the views expressed by the 
interviewees. Thus, a second order approach was achieved and researcher bias while 
acknowledged was minimized.  
As in nearly all research, qualitative projects end with a careful analysis of what has been 
learned that is written up in reports, dissertations, articles, or books. However, unlike many 
other forms of research, in the responsive interviewing model, analysis is not a one-time task, 
but an ongoing process. Interviews were systematically examined and analyzed immediately 
after they were conducted, to suggest further questions and topics to pursue. Interview 
transcripts were later re-examined as a group. Analyzing and interviewing alternated 
throughout the study.   
The research design model is laid out in Table 3.1. This is an original research design 
model. 
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Table 3.1: Research Design Model  
  
3.4   Participant Sample and Recruitment  
3.4.1   Introduction.      This study used a purposeful sampling approach, since the focus 
was on achieving depth rather than breadth of understanding. The logic and power of 
purposeful sampling leads to selecting information rich cases for study in depth. Information 
rich cases allow researchers to learn a great deal about issues of central importance to the 
purpose of the research (Patton, 2002, p. 46).  
3.4.2   Sample.     A purposeful  sample  of  15  teachers  was selected from  a pool of 
TAFE and private VET institutions catering to international students. Creswell (2005) 
describes purposeful sampling as “a qualitative sampling procedure in which researchers 
intentionally select individuals and sites to learn or understand a central phenomenon” (p, 596). 
To maximize the variation, 13 participants who had worked both in TAFE and private 
  
Research Process   
• Literature Review   
• Theoretical Framework   
• Design Method   
• Select Participants   
• Design Data Collection  
Protocol   
• 2 Pilot Study   
participants + 13 main  
study particpants   
• Interviewer   
 Participants 15   
  Responsive  
Interviewing and  
Inductive Analysis   
Data Analysis   
• Pull together  
interviews   
• Inductive Analysis to  
identify themes   
• Coding into themes   
• Write cross   
comparison of themes  
suggesting models and  
strategies for VET  
institutions in Brisbane   
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institutions were represented in the sample. To further maximize sample variation, two 
additional teachers working casually in more than one college at the time of interview were 
recruited.   
By focusing on people most likely to have experience or knowledge about the research 
focus, teaching international students, this sampling approach enhanced the credibility of the 
data. Interpretations of teachers’ words from the informal chats and from more formal 
interviews contributed to a picture of their beliefs and perception of events.    
3.4.3   Recruitment.     The  participants  were  15  teachers  working  in  a   vocational 
institution. Out of 15 participants, two were selected for Pilot study. The data collected from 
both the participants of the pilot study were included in the main data analysis and findings. 
Participants varied in age, subject area and length of work history in the organization. The 
selected participants were invited through personal invitation or email, on the assumption that 
people are usually more willing to talk to you if they know you, where you work and what your 
project is about. Trust increases as people see that you share a common background with them 
(Rubin & Rubin, 2005). As some of the participants were colleagues, they were willing to share 
their experiences due to their trust in me. 
3.5    Data Collection Protocol  
3.5.1   Introduction.       In  keeping  with  the  responsive  interviewing  method,   the 
interviews were conducted using a protocol that defined the basic areas for investigation and a 
set of broad questions (Personal background – Appendix B and Main questions – Appendix D) 
to be covered by the interview. The interviews were semi-structured, with supplementary 
questions acting as prompts for the interviewer to ensure that the conversation covered aspects 
seen as important for the research. The interview protocols were validated by external parties 
like my supervisors as well as an industry mentor from VET to ensure that the questions were 
easily understood and likely to produce adequate data to address the research question. A pilot 
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study, involving interviews with two participants was conducted to test and refine the data 
collection instrument and process. All aspects of the study were conducted according to QUT’s 
Research Ethics requirements, with ethical clearance gained from QUT’s Ethics Clearance Unit 
(see section 3.7). Before commencing the interview, all the participants were given an 
information sheet outlining the purpose of the study, the actions taken to preserve their 
anonymity and confidentiality, what to expect in the interview, and how the information was 
used and stored. Participants were advised that their involvement in the study was voluntary, 
that their responses in the interview would not in any way impact upon their relationship with 
the university (QUT), and they can remove themselves from the study if at any time they felt 
uncomfortable. The participants were requested to indicate their informed consent to 
participate by completing a consent form (Letter of invitation and Participant information sheet 
/ Recruitment flyer was adopted from QUT Ethics Kit and is found in Appendix C) 
3.5.2   Implementation.       I adopted a vigorous stance suggested by Rubin and Rubin 
 (2005) in interviewing seeking vicarious understanding without judgment (neutrality) by 
showing openness, sensitivity, respect, awareness, and responsiveness; being mindful and non-
directive. Upon gaining informed consent from participants, I audio-recorded responsive 
interviews, combining main questions, follow-up questions and probes. Main questions 
(Appendix C) were worked out in advance to make sure the major parts of the research problem 
were covered, whereas the follow-up questions were asked for explanation of themes, concepts 
or events that the interviewee had introduced. Probes helped manage the conversation by 
keeping it on topic, signalling the desired level of depth, and asking for examples or 
clarification. The main question assisted in answering the research problem; the follow-up 
questions and probes ensured that the study achieved depth, detail, vividness, richness, and 
nuance.  
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The main questions (Appendix D) were carefully designed to avoid restricting or 
predetermining the responses but at the same time covering the research concern. The goal was 
to encourage the participants to talk about their experiences, perceptions and understandings 
rather than to give a normative response or text-book type answer (Rubin & Rubin, 2005, p. 
135). I could have provided case study/definition of dilemmas and asked their opinion (of 
probable dilemmas encountered by them) in such a situation. To have given the participants 
the definition of the major challenges and its associated dilemmas might have simplified the 
task of coding and analyzing data. However, I chose not to adopt this method, because to have 
done so might have influenced and restricted responses to the dilemmas teachers face. Instead, 
as indicated previously, I decided to discover what my respondents thought are dilemmas in 
dealing with international students, using their own terminology. Probes varied from 
elaborating to clarifying depending on the participants’ response to the main question.  
3.5.3  Pilot Study.     It  is  important  that  each  question  was clear  and unambiguous 
 (Creswell, 2008) and as free as possible from possible bias (Brown & Dowling, 2009). 
Therefore, a pilot study was conducted to test the quality of interview protocol, the equipment 
being used and the analytical approach. Brown and Dowling (2009) warn that ‘it is vital to 
carry out a pilot study with a sample which matches the profile of the sample for the main 
study’ (p. 67). I interviewed 2 VET teachers in my pilot study. I conducted both the interviews 
on the same pattern as described above, to test my methods and terminology, and to see how 
readily interviewees expanded upon the answers. The pilot interviews were transcribed 
verbatim and analyzed as outlined below. The pilot study indicated that the interview questions 
were adequate to solicit answers about teacher experiences hence I did not make any changes 
to the interview questions or approach.  
3.6 Data Analysis  
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3.6.1  Introduction.     Since the present study is exploratory in nature, the interview data 
was analyzed inductively using thematic analysis. The data analysis approach adopted for this 
study followed that of the responsive interviewing model (Rubin & Rubin, 2005).  
Following the responsive interviewing model (Rubin & Rubin, 2005), I identified concepts and 
themes central to the research needs to be recognized while still collecting data. Themes were 
identified, examples of each were collected and the relation to one another was learnt. In this 
way I looked for clues among the data that helped me understand what teachers mean by 
dilemmas and how they face them. Gradually I weaved the concepts together into themes, that 
is, longer explanatory phrases or statements.  
3.6.2  Implementation.   In accordance with the responsive interviewing model  (Rubin 
& Rubin, 2005) data analysis began early on when I examined the pilot interviews to make 
sure the project made sense and concerned matters important to the conversational partners. 
After interviewing was done, I examined all the interviews together to pull out coherent and 
consistent descriptions, themes, and theories that speak to research question.  
The data was analysed in accordance with data driven qualitative approaches, applying 
qualitative content analysis and thematic analysis (Braun & Clarke 2006; Patton 2002). The 
study focused on teachers’ individual perceptions and experiences. However, in the analysis, I 
looked for patterns and common elements that recurred across different interviews and 
produced general characterizations from the interview data. In carrying out the data analysis, I 
prepared transcripts, found, refined and elaborated concepts, themes, and events; and then 
coded the interviews to be able to retrieve what the interviewees had said about the identified 
concepts, themes and events. Following Rubin and Rubin (2005), I looked to the end of the 
research, in the analysis and theory building. By anticipating what I planned to do with the data 
early on, I ensured that I had obtained the needed information. Since I sought to understand the 
dilemmas teachers face and how they deal with them, I identified data that answered such 
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questions as: Are some dilemmas handled in ways that are ethical or unethical? Do people react 
differently to interpersonal dilemmas? Do individuals handle dilemmas differently? Do fresh 
graduates and experienced teachers handle dilemmas differently? Does educational 
background affect how people respond? Are dilemmas handled differently in private and public 
VET institutions? What are the implications of the dilemmas on the personal life?  
Through this analysis I aimed to accurately represent the range of perspectives expressed 
by participants. The responsive interview approach enabled the participants to freely share their 
knowledge, experiences and perceptions of teaching international students. Therefore, in 
analyzing the data I was alert to possible personal biases of my opinions being a VET teacher 
myself and controversial opinions among the participants and I therefore discovered various 
sides to the topic.  
To aid the analysis and to identify dilemmas and recurring themes, I coded and checked 
and revised the coding several times to make sure that no important dilemma was left out. The 
approach provided by Creswell (2008) was used as a basis. Thus, I divided it into text segments, 
labelled the segments with codes, examined codes for overlap and redundancy and collapsed 
these codes into broad themes (Creswell, 2008 p. 237). The themes were analyzed for 
interconnections such as layered and interrelated themes. I compared concepts and themes 
across the interviews or combined separate events to formulate a description of the setting. In 
doing so, I endeavoured to answer research question in ways that allow drawing broader 
theoretical conclusions. Finally, the core themes were considered in light of current literature 
concerning teachers’ perceptions, providing further confidence in the generation of the themes. 
An example of coding and categorization is included in Appendix F. It shows some of the 
themes that were identified by the analysis.  
3.7    Ethical Considerations  
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3.7.1  Introduction.   Rubin and Rubin (1995) stress that the requirements for ethical 
research go beyond the proforma concerns of institutional review boards. They further state 
that the researchers should study codes of ethics and read case studies of unethical behavior to 
sensitize them to possible harm they could cause. In this study, care was taken to ensure that 
the ethical requirements were met and confidentiality was maintained. The procedure I 
followed is explained hereunder.  
3.8 Implementation  
In accordance with the university policies and procedure (Queensland University of 
Technology, 2010), the data collection commenced only after an ethical clearance was granted 
by QUT’s Human Resource Ethics Committee and was  undertaken in accordance with the 
QUT’s principles of Human Resource Ethics (Queensland University of Technology, 2010) 
and the Education Queensland research requirement (Education Queensland, 2007c). In 
particular, (as described in section 3.4.1) participants were prior informed and voluntary 
consent was gained from individuals taking part in the study. Data was collected and the results 
were reported in an honest, respectful and informed manner that maintained the privacy and 
the confidentiality of the individual (Queensland University of Technology, 2010; Creswell, 
2008). Any confidential information was kept securely and only available to the individual and 
authorized persons, in accordance with the law.  
3.9 Research quality  
3.9.1  Introduction.     This section examines the quality of the research design. Best and 
Khan (2006) explain the accuracy and reliability of qualitative research needs to be maintained 
by addressing seven features of the research design. These features include trustworthiness, 
verification, acknowledging subjectivity and bias, process and sequence, interpretation, 
referential adequacy and transparency. These principles underlie the implementation of the 
study, as discussed in the next section.  
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3.9.2  Steps to be implemented to ensure research quality. I am committed to the 
search for better understanding of the dilemmas of VET teachers of international students in 
their VET sector. I view my inquiry into dilemmas that VET teachers of international students 
face through several lenses (Creswell, 2008). First, and most connected to me, is the personal 
lens. The personal lens comes from my experience as a teacher, of dilemmas faced not only in 
interactions with students but also with other support systems while preparing for teaching 
international students. However, my personal lens is also linked with the justice lens. I have 
seen teachers facing difficulties handling dilemmas and working for hours (some unpaid) 
preparing for their classes and pressures on them to provide quality education. Finally, I see 
my caring lens connected to both the personal lens and justice lens. Having spent many hours 
with international students, I am aware of the difficulties faced by them which extend beyond 
their language difficulties. I value each and every student and have a strong interest in providing 
satisfactory education outcomes for them. I believe international students have a right to quality 
education.  
However, it is imperative that the way in which I conduct interviews does not cloud the 
respondents’ descriptions/communication with my own belief, judgments or pre-conceptions 
and theories. It is the subjective data from the interviewee that is the subject of inquiry, not the 
interviewer’s interpretations of the subjective data (Kvale, 1983). To enable the interview to 
obtain the subjective data objectively, I ‘bracketed’ my own presuppositions and 
preconceptions. This allowed me to separate the meaning of my own personal experience from 
those revealed by the respondents. Therefore, in the design and implementation of this study I 
constantly monitored my personal involvement in the context and process being investigated. 
I addressed researcher bias by continuously exploring my own subjectivity. By writing 
reflectively both before and after interviews and textual analysis, I addressed preconceived 
opinions and reflected upon my subjectivity. Subjectivity, once recognized, can be monitored 
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for more trustworthy research and subjectivity, in itself, can contribute to research outcomes 
(Glesne, 2006).  
As a teacher of international students teaching for nearly three years in two colleges in 
Queensland, I also had to consider my subjectivity regarding my relationships with research 
participants. Some of the participants were my colleagues, a few with whom I have worked 
closely at one time. They had an image of me and my interest in this topic; and I had images 
of them. To avoid making assumptions, I needed to listen carefully and probe thoroughly.   
Just as having knowledge of the participant makes “objectivity” challenging, it also has 
advantages. The background knowledge I had of many participants assisted me in probing more 
effectively. Furthermore, my knowledge of the profession was helpful in asking better 
questions and in interpreting data. Having the same professional background as the 
participants, allowed for our time to be spent on rich detail of their experiences rather than 
superficial discussion of the profession. Developing awareness of subjectivity and monitoring 
when it is engaged is a productive undertaking.  
Critical subjectivity involves a self-reflexive attention to the ground on which one is 
standing (Reason 1994, p. 327). Such self-reflection helped me conduct interviews with a 
neutral and open mind, ready to expect unanticipated responses. This approach minimized 
research bias, by allowing questions to spring ‘naturally’ from the discussion and/or by 
encouraging open discussion through the disruption of normal power relations between me and 
participants.  
An appropriate choice of interviewees helped make my findings credible, but I also took 
steps to achieve the thoroughness in the study by investigating new paths as they cropped up, 
redesigning the study as often as necessary to pursue these new directions. Adaptability and 
willingness on my part to hear what was said and change direction to catch a wisp of insight or 
track down a new theme made the responsive interviews work. Awareness of subjective bias 
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and intense listening instead of normal conversation, respect and curiosity about what people 
say, willingness to acknowledge what is not understood, ability to ask about what is not yet 
known, and  readiness to accept unanticipated results made the resulting report fresh and 
credible. Thus, transparency was demonstrated in the current study by assessing the 
thoroughness of the design of the work as well as the conscientiousness, sensitivity, and 
avoidance of subject bias (Lidstone, 2002).  
3.10 Conclusion  
This chapter has outlined the stages of research, its design, data gathering, and analysis, 
all of which are intimately linked. Rather than stripping away context, needlessly reducing 
people’s experiences to numbers, I employed a qualitative approach that involves interviewing 
in relaxed environment exploring related and contradictory themes and concepts and pointing 
out the missing and the subtle, as well as the explicit and the obvious findings. Responsive 
interviewing has allowed the research to shed new light on old problems - the dilemmas that 
teachers of international students face when teaching international students.  
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Chapter 4 Findings: challenges experienced by  
VET teachers 
4.1 Introduction  
The previous chapter described how responsive interviewing and data analysis (Rubin & 
Rubin, 1995) were used as a means of examining VET teachers’ experience of teaching 
international students. The aim of the study was to investigate the dilemmas faced by teachers 
of international students in their experience of teaching international students. However, it was 
identified in data analysis that VET teachers experienced challenges, many of which fade with 
time and significant ones developed into dilemmas. The next two chapters now present the 
study’s findings: Chapter 4 reveals the range of challenges experienced by the 15 participant 
VET teachers while Chapter 5 reveals associated dilemmas resulting from these challenges and 
discusses their impacts on VET teachers.  
The Oxford dictionary (2012) defines ‘challenge’ as: “Difficulty in a job or undertaking 
that is serving or tending to provoke or stimulate discussion or controversy to one engaged in 
it”. In the context of this study, ‘challenge’ is understood to represent the problems and 
inconveniences faced by teachers associated with their interactions with international students, 
VET institutes, colleagues, government and the VET environment. Some of the challenges fade 
with the teaching experience while some of them develop into dilemmas. The Oxford 
dictionary (2012) defines ‘dilemma’ thus, “At its core, a dilemma is a difficult or perplexing 
situation in which a difficult choice has to be made between two or more alternatives”. 
Metaphorically, a dilemma can be described as, ‘being caught between a rock and a hard place’. 
A dilemma is viewed as a situation in which different person’s different ways of thinking are 
not congruent with the specific needs of that situation (Perkins, 1985). Wagner (1984) defines 
dilemma as cognitive knots and conflicts, resulting from the gaps between what had to be done 
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and what was done in reality. In the context of this study, a ‘dilemma’ is understood to be 
created by the tensions pulling VET teachers between serving students’ best interests, whilst 
adhering to government reforms and organizational policies on one hand and acting in their 
own professional interests and personal well-being on the other.   
Chapter 4 first introduces the 15 participant teachers and their VET context before 
outlining the different challenges they faced. Each challenge is then discussed and illustrated 
by examples provided by participants during their interviews.  
4.2 Introduction of the VET context and Participants  
4.2.1  The VET context. Education underpins Australia's social, economic and 
environmental sustainability. Vocational education and training (VET) is 'education and 
training for work' and teaches a wider range of students than either the schools or higher 
education sector, and in a wider range of contexts, modes and sites. It covers a vast array of 
subject and employment areas from traditional trades to the creative arts (NCVER, 2007). In 
Australia, VET is governed by formal national arrangements which are supported and enforced 
by state and territory legislation. These national arrangements are known as the National 
Training Framework. The National Training Framework promotes quality assurance of VET 
and provides national consistency in terms of qualifications and the delivery of training (Knight 
& Mlotkowski, 2009).  
The term ‘VET teacher’ has been used in this study to include teachers, trainers, lecturers, 
tutors, assessors, sessional, casual, contract and permanent staff, and any other term that may 
be used to describe those engaged in assessing, validating, moderating, training, instructing, 
and teaching and learning in VET. The term ‘student’ describes anyone enrolled in an 
accredited VET course. International students are those who hold short-term student visas 
issued by the Australian Government (2012).  
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4.2.2  The VET teachers.  The study involved 15 VET teachers of international students, 
who have experience working in Technical and Further Education (TAFE) institutes and/or 
private Registered Training Organizations (RTOs) in Brisbane. The participants were 
demographically quite diverse. The age of the participants ranged between 27 and 64 years. 
The majority of the participants were between 40 and 50 years of age with others falling into 
the age ranges of 27-37 and 56-64 years of age. This wide age range provided the study with 
different viewpoints of young, middle-aged and older teachers which enabled exposure to 
dilemmas faced by new (young teachers and career change middle age entrants) and 
experienced teachers and teachers near the retiring age. Half of the participants were English 
native speakers while the other half came from diverse backgrounds.  
The participant group included eight female (27-62 years of age) and seven male 
participants (40-64 years of age). Most participants, held TAA (Certificate IV in Training and 
Assessment) as a condition of their employment in VET; a few of them were working towards 
getting it. The highest qualification gained by participants was Masters (three participants), 
with seven participants holding a Bachelor’s degree; only one participant held a Bachelor in 
Education. Participants’ qualifications were often quite dated, with the majority having been 
gained prior to 1990. Many had experienced a career change, having worked in industry before 
entering the VET teaching profession.   
The group was also varied in terms of their current employment educational background. 
Eight teachers were working part-time and seven full-time at the time of the interview. The 
participants taught a variety of courses which included General and Advanced English, Food 
and Beverage, Certificate II, III and IV in Business, Hospitality and Tourism, Diploma in 
Hospitality, Tourism and Event Management, and Vocational Graduate Certificate. Some also 
had additional responsibilities which varied from Counselor, General Advisor, Information 
Manager, Careers Counselor and Relationship Manager.   
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The inclusion of teachers from both private RTOs and TAFE institutions offered a picture 
of common challenges and associated dilemmas that teachers experienced across the public 
and private VET sectors. The majority of the participants tended to view TAFE as 
educationalist and private organizations as business providers, since they considered that TAFE 
focused more on apprentices, in comparison with the private providers who tended to focus on 
international students rather than domestic students. However, it is worth noting that there is 
not much difference in the nature of the teacher challenges and associated dilemmas in both 
sectors. It appears that VET teachers are confronted with an array of challenges but are 
powerless to do anything about them, which makes them frustrated and stressed and hence 
impacts on their personal well-being. Nevertheless, a majority of them claim that they continue 
to teach with passion and are committed to providing quality education to international 
students. For some of them, to see the student learn is what motivates them.  
For consistency in reporting the findings below, the following terms are used to denote 
approximate numbers of participants: ‘a few’ = up to three participants, ‘some’ = 4-8 
participants, ‘many’ = 9-11 participants, ‘majority = at least 12 participants’, ‘a great majority 
= at least 14 participants’. In order to maintain confidentiality, teachers’ comments are only 
identified by their participant number. The participant quotes are reported verbatim.  
4.3 Overview of challenges  
The findings outlined in this section create a detailed picture of the challenges that 15 
VET teachers experienced within the VET teaching environment in Brisbane. They confirm 
that VET teachers in Brisbane experience similar challenges to those identified by researchers 
elsewhere. Therefore, I will relate the first set of findings to the 4 main types of challenges 
identified by the literature review, namely professional challenges, personal challenges, ethical 
challenges and educational challenges. However, it was observed during data analysis that all 
challenges have ethical dimensions so no separate category of Ethical challenges was created. 
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Data analysis of the teachers’ interviews yielded 27 types of challenges which are hence 
grouped into three general themes: Professional Challenges, Personal Challenges and 
Educational Challenges. These challenges are inter-related. Each challenge is discussed in 
detail with regard to its causes, impact and some strategies used by teachers.   
The challenges experienced by the VET teachers are outlined below in Table 4.1. The 
first column identifies the three main types of challenges, the second column details the 
particular challenges the teachers’ experienced and the third column indicates the section where 
particular challenges are discussed.  
Table 4.1: The challenges experienced by VET teachers  
Types of challenges   Challenges   Section       
Professional 
Challenges:   
  
Related to VET 
teachers’ working  
environment   
Student-related:   
English language limitations   
Varying commitment and attendance   
Lack of student orientation   
Inappropriate gift giving   
4.4.1       
Institution-related:   
Lack of teacher induction programs   
Limited opportunity to attend staff meetings   
Limited teaching resources   
Inconsistent rostering   
High student to teacher ratio   
Insufficient review of students’ abilities and prior 
knowledge before enrolment   
Perceived unethical practices of RTOs   
4.4.2       
Colleague-related:   
Limited inter-cultural sensitivity   
Inappropriate language and behaviour towards 
international students and new/casual teachers   
Perceived unethical practices of colleagues   
4.4.3       
Government-related:   
Policies and rules (examinations and courses)   
4.4.4       
VET environment-related:   
Marketization of courses   
Teaching outside expertise   
Audits and policies   
Lack of standardization across institutes   
Condensed term calendar   
Lack of support system for students   
4.4.5       
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Personal Challenges:    
Related to VET  
Teachers’ personal 
wellbeing   
Stress-related due to impacts of   
reduction in teaching hours   
lack of inclusion and sense of belonging   
4.5       
Educational Challenges:    
Related to VET 
Teachers’ educational 
background and  
professional 
development needs   
Qualification and Skills-related:   
Lack of qualification and skills to teach in VET   
Lack of opportunity for CPD (Continuous  
Professional Development)   
Pressure to maintain industry  currency   
4.6       
 
All the above challenges, which relate in different ways to providing quality educational 
outcomes to international students in Brisbane, are discussed in the following sections.  
4.4 Professional challenges: Related to VET teacher’s working environment  
Professional challenges were associated with teachers’ professional working 
environment in public and private VET institutes. It is evident from the findings that teachers 
experienced challenges not only in classrooms with international students but also across the 
whole organization, in their interactions with their colleagues and management. In addition, 
they experienced challenges with government policies affecting VET and also aspects of the 
wider VET environment.  
4.4.1 Student-related challenges.   Student-related challenges were associated with 
teachers’ interactions with their students. They included the attitude of some international 
students towards studying, their motivation, and lack of commitment, their attendance and their 
English language limitations.  
4.4.1.1  International students’ English language limitations.  Challenges associated 
with international students’ English language are related to inconsistencies between students’ 
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enrolment in a particular course based on their International English Language Testing System 
(IELTS) score and students’ apparent understanding of the language. The majority of the 
participants revealed that their students are intelligent but their understanding of English is 
limited. As participant 12 pointed out:  
The students already have a degree in their own language so they are not dummies by 
any means.   
All the participants consistently stated that they had no trouble in communicating with 
students in simple English. However, teachers needed to be careful to use only the level of 
language necessary to teach and assess the relevant skills. This created doubt in the mind of 
teachers regarding the IELTS test requirements and reoccurrences of such instances made them 
skeptical of the efficiency of the IELTS testing system. Teachers assumed that the students had 
scored the required average of 5.5 grades in IELTS. However, the teachers, when they took the 
class on their first day realized that the students had difficulty understanding concepts. This 
often created more work for teachers as a class would end up being an English teaching class 
rather than subject-related. Thus, teachers started finding it difficult to complete the syllabus 
on time.  
In general, English language colleges appeared to take appropriate measures to test 
students’ English skills before placing them in classes, but according to participants, some 
RTOs that provide Hospitality, Business and Tourism courses focused mainly on achieving 
high student numbers, apparently because such courses were on the MODL list (Migration 
Occupation in Demand for Australia). For these courses no official English language test was 
conducted before enrolment. The only requirement needed for student enrolment was the 
completion of an advanced course in English from a college in Australia which according to 
one participant does not necessarily mean that a student meets the basic 5.5 IELTS score. It 
was observed by the participants that some teachers gave forthcoming examination questions 
      75 
as revision questions and asked students to study those questions to pass the examination and 
get good marks in those particular teachers’ subjects so as to avoid student failures and the 
consequent paperwork.  
4.4.1.2  Varying commitment and attendance.  A majority of the teachers were 
challenged by international students’ varying commitment which was evident in low 
attendance and concentration levels and irregular submission of assignments.  
Most teachers expressed that many students did not attend classes regularly either 
because of their lack of commitment or working hours. Some of the students entered all day 
classes at 9 a.m., some at 10 a.m. and some in the afternoon. This made it difficult for teachers 
to manage the class and fully cover the subject content. In addition, it was challenging for other 
students to concentrate. Consequently, participant 14 explained that this concern led her to 
develop the following strategy to deal with such students:  
I try to put them in a box… put them on one side and not think about them or worry about 
them and just try and concentrate on ones that really do want to learn.   
The challenge associated with inconsistent attendance was sometimes intensified by 
management requirements. Some teachers reported that management reprimanded them for not 
taking an attendance roll twice a day, once in the morning and once after lunch. Participants 6 
and 15 even complained that the teachers in the VET institute where he was teaching were 
expected to take hourly attendance of students. Moreover, participant 10 expressed concern 
about having to insist that students attend class.   
On the other hand, participants in some RTOs faced challenges in being firm about 
attendance issues because of lack of action taken by management for non-attendance of 
students. Participant 8 expressed:   
For those students who do not attend regularly, the college doesn’t do anything until 
students get three warning letters and even after getting three warning letters, the 
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Director of Studies (DOS) takes a very soft approach with students because they have 
the fear of losing student numbers. After that, the matter goes to immigration and by the 
time any action is taken, the student has taken the certificate and gone back to their 
country with the qualification.  
When speaking about the problems associated with students’ irregular attendance, one 
participant said that the attendance problem was compounded by students enrolled in self-
paced courses, who expected flexibility about when they attend class and submit assignments. 
However at orientation in some colleges, the students were told by the DOS that they have to 
submit assignments at a particular time. The participants found that such statements by the 
DOS made it more difficult for teachers to achieve discipline in the class. To submit 
assignments on time required students to attend the college to acquire knowledge to complete 
activities and assessments. And therefore the teachers were placed in a difficult position when 
they had to insist on attendance and submission on time, when the students expected the 
flexibility of a self-paced course.   
Some of the participants reported that the apparent goal of some international students to 
use education as a means to gain Permanent Residency (PR) in Australia caused further concern 
for some teachers. This was seen as time wasting and frustrating for educators who are 
committed to supporting their students’ learning. For example participant 14 commented:  
Some students are really just using the system for Permanent Residency with no intention of 
really obtaining any educational skills or knowledge at all. So much of our time is wasted on 
them that could be put to use with students who want to learn.  
In such circumstances, some teachers find it difficult and tiring to keep students 
motivated and engaged. As expressed by participant 8:  
I really used to feel quite exhausted at the end of some of my classes because I really did 
perform and was on stage because that’s the only way to keep their interest.  
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4.4.1.3  Lack of student orientation.    The majority of the teacher participants were 
challenged by the effects of lack of orientation for students when joining a course in a VET 
institute. Student orientation or new student orientation (often encapsulated into an Orientation 
week, Welcome Week or Freshers' Week) is a period of time at the beginning of the academic 
year at a university or other tertiary institution during which a variety of events are held to 
orient and welcome new students. Orientation for international students provides students with 
advice on studying in Australia, on the conditions of their student visa, and it helps them adjust 
to the Australian culture and assists them with academic skills. It also includes tours and events 
designed to familiarize students with campus.   
Some of the participants claimed that student orientation does not seem to be compulsory 
in many organizations and as pointed out by one participant, even if students attended, they 
were apparently handed the student handbook and the students were allowed to leave in less 
than an hour. Moreover, teachers expected the students to be well-informed about the college 
policies and procedures in the orientations. However, one participant explained that when she 
told the students in class about requirements to buy books, the students were shocked. As per 
some participants, many times, the students were not handed the course guidelines on their first 
day which they found  very unfair as the students had no idea of what to expect from a subject. 
As expressed by participant 7:  
I have never been a part of orientation, so I can’t tell but it doesn’t look like they 
(students) are aware because they come as a shock in class and lots of things are in 
Greek and Latin to students!  
Some of the teachers indicated that it would be helpful for them to attend student 
orientation in order to understand what students were informed about. However, they reported 
that they were not given the opportunity.  
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4.4.1.4  Inappropriate gift giving.   A few of the participants expressed that one of the 
challenges they faced concerned the students’ offering of gifts which they considered as bribes. 
A majority of teachers were aware of gift giving by students at the end of the term due to their 
cultural practices. According to some participants, the main reason for students offering such 
gifts mid-term or before assessment was to meet their attendance requirements and pass 
examinations to meet visa criteria. None of the participant teachers mentioned accepting gifts 
themselves even when offered, but they knew of colleagues who had accepted gifts. As 
expressed by participant 11:  
I was offered money to pass the students. From what I gather in that industry it is quite 
standard that students have actually offered to pay and it has also been brought to my 
attention in some case, some trainers have accepted the bribes in forms of alcohol and 
other things like that to pass.   
Participants considered that in such instances, the students’ perception of a teacher 
diminishes if they do not accept the gift. One participant explained that this put him in a difficult 
position because teachers who do not pass the students after accepting gifts which they thought 
to be a genuine gesture come under the category of less popular teachers. He thought it was 
unethical to pass the students due to gifts offered by students to teachers.  
4.4.2  Institutional-related challenges.  Teachers face professional challenges 
associated in their relationship with their employing institution. According to participants, 
these challenges often arise due to the RTOs’ perceived main aim of gaining student numbers 
and making high profits without catering to students’ and teachers’ needs. The RTOs’ 
perceived lack of consideration towards students, resources, teachers and their working 
conditions lead to major professional challenges for teachers.  
4.4.2.1  Lack of teacher induction programs.  A majority of the teachers were challenged 
by a lack of induction when they joined a VET organization. When asked about their teaching 
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role, many teachers mentioned they had not seen their job description for a long time or not at 
all. When those teachers were employed, they were not told what was expected of them. Their 
roles, duties and responsibilities were not properly communicated to them. As mentioned by 
one participant, most of the time, the institutions appointed teachers ‘when on fire’ (when there 
is desperate need for them) and they were asked to join within 24 hours. Participant 8 
commented:  
I was not even told where the toilets were!  
A majority of the participants expressed that when they were appointed, their main role 
was teaching but gradually their job extended from teaching to counseling, “baby-sitting” and 
student welfare, which was not initially conveyed to them. Thus, participant 1 indicated that, 
in the absence of any guidance and an endless list of responsibilities, teachers felt overburdened 
and lost in the system.  
4.4.2.2  Limited opportunity to attend staff meetings.  The lack of opportunity to attend 
staff meetings and also the limited focus of meetings were further sources of professional 
challenge for the majority of the participants. Some of the participants pointed out that because 
of the large number of casual teachers, it was impossible to attend staff meetings as different 
teachers teach on different days and they are reluctant to come on their non-working (nonpaid) 
days. The majority of the participants stressed that there is no trainer-only meeting to discuss 
teaching issues. In the absence of staff meetings to discuss teacher challenges and associated 
dilemmas, most of the participants had resorted to a ‘trial and error’ way of learning - what 
works best in a difficult situation.  
The majority of the participants stated that the staff meetings were focused on the “big 
picture stuff” in the direction of progress the college is making towards getting more 
international students and introducing new courses. As expressed by participant 6, an English 
teacher:  
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Because the Hospitality courses were doing well, the meetings always focused on those 
courses and never on English teachers and courses which ultimately closed down due to 
student numbers. Even the student feedback forms for the English course disappeared 
after a while; but it continued for Hospitality and Business subjects.  
4.4.2.3  Limited teaching resources. The majority of the participants mentioned that a 
major issue for them was associated with a lack of resources, such as textbooks, handouts, or 
outdated resources, or sometimes no resources and limited availability of technology like 
photocopiers or computers. Most of the teachers prepared their own resources or notes in their 
own unpaid hours and bought their own technical resources such as laptops. Thus, according 
to the participants who have worked both in TAFE and private VET institutes, lack of resources 
remains a challenge in both types of organizations.  
Some of the participants pointed out that the resources provided were old and had not 
been updated which some participants saw as unfair to students. . Participant 5 pointed out:  
In the public system especially TAFE, you have to prepare for year in advance and list your 
request to be able to get it next year. So if the teacher realizes that the resources are old and 
need to be updated, due to the formalities and delays in the procedure, the students who are in 
that batch suffer and they have to ‘make do’ with whatever resources they are being given.   
Some teachers commented that they would utilize extra resources from other trainers that they 
had worked with to help students. When one participant teacher showed a unit to her colleagues 
in another organization, they pointed out that crucial information was missing. Also some 
books contradicted other books. For example, one participant mentioned that on one page of a 
Hospitality textbook, it said serve ‘water’ and on another it said ‘wine’. One teacher tried to 
talk to the management to point out the flaws, but it was conveyed to teacher that the 
management had to follow a system to get other books audited which took too long. In addition, 
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with PowerPoint presentations provided by their institution, the slides were often crowded and 
difficult for students to read or understand.  
4.4.2.4  Inconsistent rostering. Many of the participants were troubled by a lack of 
consistency in their rosters. Teachers felt that if they were given one class for the whole term, 
it would create better educational outcome for students.  
But they had no say in preparing the timetable and it was in the hands of an Operations 
Manager to allocate a class to a teacher. Sometimes, such inconsistencies resulted in the 
students having three teachers teaching the same subject in one semester. There was a lack of 
communication between those three trainers due to their shifts, which made it harder for the 
next trainer to know what had been done, what needed to be covered in more detail, and which 
students needed more attention. According to some participants, it became very confusing and 
challenging for students to adapt to different accents and different teaching styles of teachers:  
The trainers are not communicating well; some information might not be delivered. So 
the students can slip under the radar and the help is probably not being provided and 
that’s the disadvantage. Participant 3  
Some teachers even expressed that they sometimes have to ask students what was being 
done in their last class by another trainer which created an awkward situation for teachers but 
not doing that  and pretending to know what needs to be taught next would go against their 
professional ethics.  
4.4.2.5  High teacher to student ratio.  A major challenge for teachers was the varying 
ratio of teachers to students and the complex composition of classes. According to the majority 
of the teachers, it is enjoyable to teach international students if the ratio is kept below 1:15. 
The teachers indicated that they can take an active interest in learning about the culture and 
religious background of individual students. However, the majority of the participants 
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complained that at one point in time when the student numbers were high, they had student 
numbers ranging from 40 to 70 in one classrooms.   
Some of the participants even indicated that the diverse population in a class makes it 
challenging for teachers to focus on a one to one basis with students. As participant 8 
commented:  
At one stage I had 18 different nationalities in class. I suppose the other one is age 
generally ranging from 18 to 40.   
Some of the teachers stated that they faced additional challenges when they had high 
school students under the age of 20, international students (age range 18 to 45) and Australian 
domestic students all in one class.   
As a trainer you have to be able to teach all three sectors in the one classroom. You have 
to think about how are you gonna’ (sic) deliver that competency so that your students - 
the school children can understand it as well as your English students as well as your 
international. So that I found that I have to get extra resources for these students to help 
them and make them understand.  
Participant 11: Some participants felt that, many times, the international students are 
isolated and left alone for group projects when students form groups from one culture or just 
domestic students, and so they end up failing. The teachers are concerned that in such an 
environment, students quickly lose confidence and self-esteem. The challenge for teachers is 
they cannot force students to include others in their group as international students in VET are 
adults.  
4.4.2.6  Insufficient review of students’ abilities and prior knowledge before enrolment.  
 Some of the participants expressed that students were not being assessed properly before 
being enrolled. Many participants revealed that they had students with a Master’s degree 
enrolled in Vocational Graduate Degree (VGD) or diploma courses. The teachers commented 
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that they have students in class who have the knowledge about the subject and should have 
been exempted or cross credited but are still enrolled because the organization does not want 
to lose any student enrolments. A few participants mentioned that in their VET College, 
students are not informed of the possibility of their prior skills being recognized but the 
responsibility is passed on to the teachers to explain to the students their RPL (Recognition of 
Prior Learning) option. Some teachers do so, but others see RPL as additional work, and so 
prefer to ignore that option. One participant commented that, if a teacher who wants their 
students’ prior skills to be recognized, he or she has to arrange this in their own time, either 
with unpaid hours or with lower administrative wages, just because they care for their students. 
Some teachers reported that their RTO perceives students as heads to add to their yearly 
revenue target rather than people who have chosen a particular RTO in good faith, with the aim 
of learning and achieving something from the course. However, some of the participants have 
highlighted that when the teachers ask the students about getting their skills and prior learning 
recognized, students are reluctant as it would cut down their course duration and affect their 
visa.   
As expressed by Participant 7:  
For students: That’s like repeating a class when you have not failed. For teachers: It’s 
very frustrating sometimes because (laughs) you feel like why am I teaching a bunch of 
students who already know everything?   
The teachers sometimes find it difficult to understand students’ reasons for being in the 
class. For example, the students enrolled in Certificate II or III in Hospitality, Cookery or 
Business had obtained their Master’s degree in a completely different field such as medicine 
or chiropractic. Some participants even reported that students confessed to selecting the courses 
on the basis of their rating in Migration Occupation in Demand for Australia (MODL). A few 
participants reported that some students enrol in colleges offering cheaper courses because they 
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cannot meet the minimum IELTS requirements for PR and have to keep enrolling in any course 
until they get good scores in their IELTS exam to meet their visa requirements. The majority 
of participants agreed that many, though not all, students come to class solely to meet their visa 
requirements.  
4.4.2.7  Perceived unethical marketing practices adopted of some RTOs.  A majority of 
the participants were concerned that their employing institutions were engaged in what they 
perceived to be unethical practices for marketing their courses, such as misleading advertising 
to attract students, offering crash courses, easy attendance options, discounted fees.  
Promotion of courses in the MODL list at discounted rates and easy attendance by some 
VET organizations created challenges. A great majority of the teachers perceived this as an 
unethical practice which raises students’ doubts about the integrity of the college and teachers 
teaching in the college. This in turn results in low respect for teachers and the college by some 
students.   
The participants expressed that to match the deals provided by another college, the 
duration of the course in their college needed to be competitive, so a three year course could 
be finished in 12 months and some offered crash courses and allowed students to complete a 
12 month course in less than two months. This created an additional burden on teachers to 
complete the course in less time and consequently teachers had to remake the lesson plans to 
suit the new requirement which they considered ‘unfair’ and ‘unethical’. The teachers felt they 
had no choice but to take that option if they wanted to continue working in that institute. The 
teachers were scared to leave as they were not sure of securing a job in another institute due to 
a fall in student numbers and consequent redundancy of teachers.   
The teachers were concerned about the effect of these practices on students. They also 
felt challenged working in such organizations that claim to be the best education provider but 
are not providing quality education in return for such high fees.   
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As expressed by Participant 8:  
There are RTOs or training providers with hidden logos like “make it until you break 
it”- do anything to get students where the CEO walks in the classroom and show rosy 
pictures and get away with 6 million walk (student fees) and the trainers know that it’s 
actually “fake it till you make it- like a great pretender.   
With the consequent reduction in student numbers, the teachers observed further 
practices which they considered to be unethical in the merging of different levels of classes. 
The reason reported by one participant was that the college could not afford to have one teacher 
for two students in a class and have three classes like that in one term. So the management 
decided to merge three classes with different abilities of students into one and terminate the 
services of two teachers via email without giving them any notice. This contravened the 
teacher’s contract with the organization where the minimum of two weeks’ notice was required 
from both the parties. Participant 6 pointed out that:  
As the student numbers dwindled, the colleges started to combine classes (English) with 
students of different abilities and the college supplied them with Upper Intermediate 
book; which was unfair for students enrolled in Lower Intermediate or Beginner as they 
did not understand. So the teaching level kept dropping to accommodate the slower ones.   
One participant commented that, on occasions, the institution implied that the students 
had to be passed because the teacher left the class mid-term, even though the students had 
hardly been taught anything.  As expressed by participant 8:  
The bottom line is because they (students) are clients and if they (RTOs) have happy 
customers, they (customers-students) will go and tell others, you will have more 
customers and they will stay. But if you don’t have that then this bottom line will suffer 
anyhow. It absolutely burnt me and I took a very large step back. I just wanted to come 
in do my job and go.   
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Some teachers had been personally affected by misleading advertising. They reported 
that they had changed their careers based on misleading advertisements by some Certificate IV 
in Training and Assessment (TAA) providers, who promoted the TAA as a tool to kick start 
careers, telling people they will achieve a TAA certificate in a week to maximum of four 
months. The limited coverage possible in such a short time is expressed by one participant who 
completed it in a week:  
How you deal with let’s say challenging students? Is not part of it? So how much can 
you/ will you learn in a week?  Participant 3  
4.4.3  Colleagues-related challenges.   Professional challenges with colleagues relates 
to the behavior of some colleagues towards the international students; the stereotyping of 
international students; cultural misunderstandings; use of slang by some teachers and the 
impact it creates on students and consequently on teachers when students complain about such 
teachers to others.  
4.4.3.1  Limited inter-cultural sensitivity.   Some of the participants expressed an 
idea that in general, teachers expect international students to adhere to Australian standards; or 
rather their understanding of ‘Australianism’ is expected or assumed from day one. As 
participant 9 expressed:  
International students do not follow Australian standards and in Australia we have 
certain standards.  
Such teachers seem to develop a resistance towards professional development (PD) to 
develop cultural understanding and persist in their expectation that international students 
should follow Australian standards. A majority of the participants argued that students 
eventually learn to adhere to ‘Australianism’ but it is teachers who have no cross-cultural 
understanding.   
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Thus, some participants were concerned that some colleagues stereotype international 
students and talk down to them. According to participant 13:   
Talking down to international students is a learned behavior that teachers develop 
observing their colleagues in the organization. The same teachers when taken out of 
system might not be as racist or judgmental.   
Some participants indicated that the domestic students when put in the same class with 
international students feel that they are being devalued or their qualification is being devalued 
which according to one teacher is a learned behavior from their teachers who sometimes 
express the same feeling for international students. They also felt that the student learning 
experience depends on how you treat and teach them. They claimed that English language and 
the communication problems are relatively insignificant but the real challenge comes from 
handling misunderstandings between domestic and international students in the classroom.  
4.4.3.2  Inappropriate language and behavior towards international students and 
new/casual teachers.   According to some participants, other teachers use slang and “joke 
around” while teaching, which is difficult for international students to comprehend. It creates 
challenges for some participants when students complain about such teachers to them. 
According to participant 3:   
Some students ask the meaning and some don’t because it is rude in their culture to 
question a teacher.   
Some participants stated that those teachers learn with experience that it is complex for 
international students to learn to understand slang or to even ask the meaning. According to 
some of the participants, on one side we have some teachers who use too much slang which is 
difficult for students to comprehend and on the other side we have some teachers who find it 
challenging when students talk in their own language and they look upon students as being 
rude for talking in their language in class.  
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Some trainers pointed out that other trainers raise their voices in an inappropriate way 
while talking to students. These are generally people from industry and without any teaching 
qualification.   
Some chef trainers have a longer transition period to realizing the students in front of 
me are not the chefs I used to work with and that sometimes the noise level is too high or 
the way the trainers tune- they speak probably is inappropriate because the students 
don’t know yet that this is how people talk in the industry. Such trainers also tend to look 
down on new teachers and question their knowledge. Participant 3 
As expressed by Participant 14:  
You could be actually conducting a lesson and he (old trainer) will just walk in to your 
class; disrupt it for no particular reason and walk out again; says most demoralizing 
things to students; knowing that they are not gonna (sic) say anything back and even to 
teachers like trainee teachers asking are you any good?   
Some of the casual trainers stressed that they felt as if they are seen as a threat in the 
organization by the permanent staff and are not included in staffroom discussions and not 
offered shared resources. As expressed by Participant 11:  
Permanent staff prefer their casuals to fall over and not be able to do their job officially 
so that way they can cut casuals and take those hours at a higher rate.   
Some trainers have claimed that some teachers promote racist behavior towards other 
colleagues in the system and pass it on to others. For example, one teacher (from non-
Australian origin but an Australian national) on an interview panel with Australian teachers 
heard a comment from an unsuccessful candidate that:  
You have given the job to Muslims and Blacks. Participant 5   
One trainer even commented that:   
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The teachers see t he international students and international teachers as invading 
their country and are not supportive. Participant 13:  
Such teachers who felt themselves to be victims of the unfriendliness still continue to  
work hard for students and get their passion back on track by listening to the motivating stories 
of students particularly when they see students progressing in their career and studies.  
4.4.3.3  Perceived unethical practices of colleagues. Some of the participants expressed 
their frustration over other teachers whom they considered have become overly personal with 
their students during their feedback time. Such participants stated that some teachers overstep 
the mark by going out for beers with their students. They felt it is not wrong to go out for beer 
with adult students however, they felt it was not professional. They referred to unethical 
practices when students ask for favors just before an assessment or feedback. Some participants 
even claimed that they were aware their colleagues have asked for favors like beer crates, a 
month’s groceries or cash for passing them. According to Participants 2 and 11, such teachers 
lose face in front of honest students as the students will come to know as students talk to each 
other. Thus, the challenge for participants is one of maintaining personal integrity. Some 
participants found it difficult to maintain personal standards when others have different values.  
We have to come to terms there will always be the trainer who is not doing the right 
thing. We all know we should not walk on a red light on the street but we probably do it 
when there is no car around and no one is watching. Participant 3  
4.4.4  Government-related challenges. One of the major challenges for participants was 
the requirement to allow students without the required attendance to sit exams. According to 
some participants, students are allowed to sit exams irrespective of their attendance in class. 
Thus, even if the student has not attended a single class but comes on the day of the exam, the 
teacher apparently cannot deny the student the opportunity to answer the exam paper as it is 
allegedly against the law or government rule to deny access to exams.   
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A great majority of the participants claimed that the constant reforms in the government 
policies with regard to requirements for student visas seem to be creating resentment amongst 
students and ultimately affecting the organization as a whole due to consequent reduction in 
student numbers. They indicated that teachers are becoming frustrated and losing their patience 
with the changes. Participant 4 said:  
The government doesn’t seem to be getting the message. International education is the 
third biggest earner for Australia so why are they trying to destroy it?  The government 
has now started realizing that they are losing money next year if we don’t have students 
so it’s now being relaxed and it will start to turn around in six months.  
The teachers expressed their concern about the students in light of what they perceived 
to be the unfair attitude of the government. For example, some expressed frustration at the 
constant changing of courses from the demand list for immigration purposes, even if there is 
an apparent shortage of such skills in the industry. They further commented that changes to the 
financial requirement rule made by the Australian government had a severe impact on 
international students who desire to enrol in a new course. Students now must have AU$18,000 
in their bank account (up from AU$12 000 as required previously). That is a 50% increase 
overnight and consequently some students need to work longer than the 20 hours per week 
allowed by the student visa. It raised doubt in the minds of teachers about the fairness of 
regulations controlling working hours of students and impacts on their learning outcomes.  
Most of the participants found it very difficult to keep motivating students to finish the 
course when the course is removed off the demand list by the government. Participant 10 and 
11 expressed their challenge in counseling students every time the government changes the 
rules. In the words of participant 9:  
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I keep telling the students that, “You like being at the current college and you like doing 
the course as well, then why don’t you keep doing it? I know that it is an issue for getting 
PR but there are other ways to getting that. I wouldn’t just do a course.   
  4.4.5  VET environment related-challenges.  VET environment related challenges 
include challenges arising from the practices prevailing in the VET industry - private RTOs 
and TAFE that affect VET teachers, international students, RTOs and VET community as a 
whole.  
4.4.5.1  Marketization of courses.  A few participants highlighted that within the VET 
sector, to attract students, courses are marketed like a product rather than as an educational 
opportunity. Advertisements like ‘Pay in a month and get 20% off!’ ‘Pay for one course and 
pay half for the other’ ‘Christmas specials-get two Diplomas for the price of one’ are common 
according to some participants.  
However, participants also mentioned that there are VET institutions with the opposite 
philosophy, which care for students, have proper resources, attendance, and discipline 
(Participant 2, 9 and 10).    
4.4.5.2  Teaching outside expertise. Participants frequently reported that it is a common 
expectation in both private RTOs and TAFE that teachers are expected to teach subjects outside 
their area of expertise. A few of the teacher participants admitted studying the previous night 
to prepare for the next day’s class as they were requested to deliver subjects they were not 
trained to teach. According to some participants, a lack of resources leads to high staff turnover 
and shortages, which lead to a demand for teachers to take subjects outside their area of 
expertise until replacements, if any, can be found.   
Some participants mentioned that certain courses were removed from the demand list by 
the immigration department, which resulted in a cessation of enrolments. In such cases often 
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the permanent staff members were re-allocated to other courses beyond the scope of their 
expertise. As expressed by participant 5  
A TAFE English teacher was asked to do a Psychology course and she was stuck as she 
had no idea of the content and the ability to deliver that course. She obviously could not 
teach so the entire batch (of students) suffered.   
One participant explained her situation of being required to take three classes at one time 
as the other two teachers had gone on holidays.  
Management was not worried about staff. Teacher was given the responsibility of 
handling everything. To be honest I think they have got bigger issues; their survival next 
year. The management has got lease (of the premises) till next year so they have to fill it 
with bodies. Participant 14  
4.4.5.3  Audits and policies.  The participants mentioned various adverse experiences 
around the audit process imposed on VET institutions. While some saw it as responsible for 
excessive documentation, three respondents expressed varying degrees of ignorance of the 
AQTF 2007 (Audits requirements).  
One of the respondents commented that the auditors simply come and compare the 
examination paper with the performance criteria in order to see if all performance criteria were 
covered. However, according to a few participants, the auditors appeared to have no real idea 
of the subject area, and were therefore unqualified to assess if a piece of assessment was fair, 
good or poor quality. One of the participants felt particularly strongly about this and questioned 
if somebody had audited the auditors.   
The robotic work of auditors is such that they start at point a, and move to point b, they 
are not content experts. Participant 12  
Moreover, Participant 13 pointed out that:   
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They don’t audit the learning materials. They audit the roll books to ensure that 
international students are in class and the teachers have ticked the right box.  
4.4.5.4  Lack of standardization across institutes. According to a majority of the 
participants, a lack of standardization across RTOs with regard to training resources, use of 
text books and professional development prevents provision of quality education to 
international students. They also revealed many inconsistencies in those similar courses which 
were offered by various VET organizations differed in duration, fees, and examination styles; 
some offered open-book exams, others sent papers to students via email. They encountered a 
particular challenge when students compared homework with their friends from different 
colleges and then pressurized teachers to give them less homework or assess them less, in line 
with other institutes.  
The majority of the participants also expressed concerns about the unequal timeframes 
used for teaching the same subject throughout different RTOs.  This had a significant impact 
on teachers who teach the same subject simultaneously across numerous organizations. As 
expressed by Participant 13:  
In TAFE I taught OHS in 45 hours; in private I am teaching those 45 hours in about 20 
or less. You have to start picking up what is important; there is no consistency.  
4.4.5.5  Condensed term calendar.  Changes in the MODL list of courses across the VET 
sector was a concern for a majority of the participants who reported a tendency for colleges to 
apply condensed term calendars when courses are withdrawn. This in turn leads to a reduction 
in the number of international students and a shortened teaching period. Thus, the participants 
found it very stressful to deliver the same content in 11 weeks which was originally planned 
for 13 to 16 weeks. As a result, teachers found they had to condense the material and pass on 
less knowledge to students. The participants agreed that the students who complete Advanced 
Diplomas should have knowledge equivalent to claim the cross-credit for one year of 
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University. However, a few of the participants expressed concern that students’ knowledge was 
nowhere near that standard.  
I found three years that I was there, I continually cut down and cut down and cut down 
because quite simply I knew the students were not absorbing as it was too much to cover 
in too short period of time. Very unfair! They are getting less knowledge than they should 
be getting.  
Participant 8:  
A majority of the teacher participants expressed that despite their constant highlighting 
of this challenge to management, nothing has been done to alleviate the situation. One 
participant explained his concern,  
Administration does not care about students. Full stop. International or domestic. The 
fact that international students are money grabbing opportunities for institutions is a 
problem. The fact that immigration has used Education as a tool is a problem. Participant 
13  
4.4.5.6  Lack of support system for students. A great majority of the participants 
indicated that international students get lost in the Australian system because there is not 
enough support to help them adjust in the initial weeks of their study period. One participant 
mentioned that there is less support to help international students with their writing skills in 
VET as compared to university. Lack of support system eventually results in low self-esteem 
or confidence for some students. Some teachers stated that the international students sometimes 
request teachers to assess them individually and not as part of a team expressing it is not easy 
for students to perform in a team with students who have better English than them. One teacher 
who has learnt English as a second language expressed that:   
Learning a language is a learning curve actually so they have to do more - like meet 
people, read things - that’s when their English will improve. I have studied English for 
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14 years in school. Why would I learn English for so long, if we could learn English in 6 
months?  
A perceived lack of support for international students presents difficulties also for 
teachers. Some teachers mentioned that at times they had to go against the assignment criteria 
which requires team effort because they understood the difficulties faced by international 
students and wished to support them. According to some participants, the current system does 
not allow teachers to give adequate feedback to students on their assessment. The teachers can 
roughly guide the students with an overview but cannot offer a one on one debrief. According 
to Participant 3:  
We are not allowed to show them the answers which they have done wrong. That’s part 
of our internal process so we are not allowed to do that actually, even if students asked 
for it.   
A majority of the teachers strongly felt that international students would gain better 
learning outcomes if the teachers were allowed to give them feedback.  
4.5  Personal Challenges: Stress-related  
Personal challenges leading to stress evidently affected the teaching capabilities and 
passion of some teachers. They claimed suffering stress due to impacts of reduced teaching 
hours, lack of job security, concern for students’ well-being and lack of a sense of inclusion.  
4.5.1  Stress due to impacts of reduction in teaching hours.  Most of the participants 
reported reduction in teaching hours due to reduction in student numbers. They further claimed 
that contact hours with students vary on the proportion of students for casual teachers. 
Apparently, many casual teachers’ contact hours dropped from 48 hours to 38 hours in the last 
year. Participant 10 suggested that political decisions were the major reason.   
Some teachers left the job due to cutting of their hours.  
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I had to get a job somewhere else because they collapsed my classes so where I was 
teaching five  hours a day say for OHS they sent me an email “You are good enough; 
you can teach five hours’ worth of work into four  hour” so they take staff and hold your 
pay; so you got no other choice but to kind of look for job and so I left.  Participant 13   
Some had accepted the fact that they would not be teaching in the near future. One teacher 
considered that the government had made the mistake in reducing the influx of international 
students.   
Participant 11 expressed that:  
They made the rules very stringent to curb the influx. …they should have just curbed it 
slightly but they have done it so bad that students now no longer want to study in 
Australia because the government has made it too hard to enroll in our country. So now 
Canada has become no. 1 in the world for international students and that’s where all our 
international students are going and so Australia has dropped to no 4 in the world and 
Canada is now no.1 The impact is that - obviously now they are doing lot of cut throat; 
lot of redundancies and lot of reduction in our sector so possibly in six months’ time I 
may not be teaching!  
4.5.2  Stress due to lack of inclusion and sense of belonging.   A majority of the 
participants reported a lack of inclusion and sense of belonging at their institution due to lack 
of induction, lack of communication or miscommunication. Lack of inclusion, was exemplified 
by no new staff induction or feedback from management. According to all the participants, the 
use of induction programs and briefing mechanisms assists smoother transition of new teachers 
into the system. Lack of such programs left some teachers with the feeling of not being 
welcomed.   
Furthermore, they commented that a generally poor attitude of management towards 
teachers is one of the reasons for the high teacher turnover. Most of the participants working 
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in TAFE or private RTOs mentioned that generally teachers are given a class and no one 
concerns themselves about the appropriate delivery or content of the subject. They indicated 
that management is just concerned with student enrolments. While some teachers like the 
approach of no interference, it was strongly opposed by most of the participants who believed 
in peer reviews. Teachers pointed out that management seldom took feedback from a class 
teacher or responded to teachers’ needs for extra support if requested.   
Most of the participants discussed that they are the link between the students in a class 
and the institution and bear the brunt of miscommunication between students and the 
institution. They provided an example that, teachers are expected to follow institutional policies 
such as an attendance policy, but some of the VET institutes resort to relaxed and flexible rules 
to attract students. They tell students that it is a self-paced program; and in these cases, students 
see teachers and the institute at odds with each other which results in a corrosive student attitude 
toward teachers. Some teachers claimed that the college intervenes only when the student needs 
to pay fees and they otherwise expect the teachers to be the face of the college. In addition, 
sometimes the teachers were expected to remind the students to pay fees or they would not be 
allowed to attend.  
As expressed by Participant 7:  
More so often, when teachers are following the college policies, it doesn’t come across 
as an institution’s voice and it is taken sometimes by students as a personal war which is 
not necessary I think. I feel that especially in vocational college, when college is very 
small, the management has the opportunity to come out and voice their own opinion. 
They don’t need us as a link or media. They should be clearer in guidelines, which they 
are not, most of the time. Why should the teachers take the whole blame game and be the 
bad ones and the ones who are wrong?  
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A major personal challenge for the majority of the teachers is the lack of information 
about VET unions where teachers can raise the issues. According to Participant 1:   
There is no industry voice. Australia does have a lot of unions and some of them serve a 
good purpose depending on the union but I have never known anybody in my industry to 
be in that union; in a union for chef.  If there is one, I don’t know what it is; nobody has 
ever turned around in 22 years of my being in Australia and told me if I want to join the 
union, there’s no industry body to protect us.    
In the absence of such affiliation to any union, VET teachers feel left out.  
4.6  Educational Challenges: Qualification and skills-related  
The findings show that teachers of international students face challenges because they 
are not adequately prepared to teach in a multicultural vocational education setting. Educational 
challenges have been identified from the participants’ responses in the following areas: lack of 
qualification and skills to teach in VET; lack of CPD; and pressure to maintain industry 
currency.  
4.6.1 Lack of qualification and skills to teach in VET.  Most of the participant teachers 
claimed that lack of teaching qualifications and a tendency towards recognition of prior 
learning (RPL) for trainers presented challenges. While VET institutes across Australia 
generally require teachers to hold a Certificate IV in Training and Assessment 40104 (TAA), 
the teachers commonly reported that this qualification was too limited for their needs and 
represented just a tick-in-a-box document that authorizes someone to teach without even basic 
teaching skills. Some of the participants even expressed concern about the credibility of the 
organizations certifying TAA, expressing that there are many small providers working from 
home who never meet the trainer or person doing TAA. Apparently, these organizations just 
discuss the qualification over the phone or sometimes meet over two small coffees and then 
issue the certificate.   
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The providers have no way of policing if the sessions plans given by person studying TAA 
is plagiarized or original. Participant 1   
Some of the participants reported that they lacked training in suitable “people skills” for 
dealing with students.  As Participant 1 commented:  
Unfortunately Certificate IV in Training and Assessment provides the job… there was 
nothing in there about dealing with people; definitely nothing about international 
cultures or anything like that. It’s kind of a thing which they should give away inside a 
box of cereal or something like that.    
The other challenge experienced by some participants was the institute organizing TAA 
training for staff member in two evening workshops or a weekend. Some participants 
highlighted a tendency for some authorized staff from within the organization to train other 
staff in TAA over a period of two days. The participants wondered about the effectiveness of 
the certificate received in a day as compared to their studying for three-nine months for it.   
Of particular significance, a majority of the participants indicated that the TAA does not 
include cultural issues. So when trainers are teaching people from different cultures, they do 
not know what to expect, or how they are going to react. As expressed by Participant 4:  
I found TAA didn’t go into the personalities of students; forget international, just People. 
There are several personalities; how to react to them. We are in the international 
environment; cultural aspect should be included in the course as in standard and not an 
option. 
Participants had particular concerns about teaching international students with little or no 
training. Yet with the growing influx of international student numbers, the VET institutions 
were employing any person with experience but without any qualification as a trainer. As 
expressed by Participant 8:   
The College desperately needed warm bodies in front of the classroom.   
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However, participants pointed out that teachers with inadequate teaching skills do not 
necessarily understand students’ learning styles or needs and adapt their teaching skills 
accordingly. As expressed by one participant that   
Industry experts do not necessarily mean good teachers.  
4.6.2  Lack of opportunity for continuous professional development. Although the 
participants generally subscribed to lifelong learning, the personal cost of professional 
development was often a significant issue, especially for casual teachers, who have to bear the 
cost of updating their skills every year in order to be competitive in the employment field. 
While many of the teachers enthusiastically expressed the need for ongoing professional 
development, it emerged that they were also generally aligned in their dislike of being directed 
to attend professional development events at their own expense. They agreed that if they needed 
to work in a new area that demanded additional skills, these should be acquired through training 
activities funded by the organization, and administered during work hours.   
For example, one of the participants explained that he showed responsibility in 
responding to the need to undertake training, although he described it as ‘challenging’ to fit in 
with full-time work. He was frustrated that colleagues who enrolled at the same time as he did 
were less responsible, and carried out their professional development by fast-tracking their 
course or copying the weekly assignment from the senior staff. One of the participants who 
had completed a Bachelor of Education indicated that there is nothing new in TAA and she 
was  reluctant to do it at her own expense. In addition to the personal cost of training, some of 
the teachers mentioned that they lacked opportunities for CPD. Although they were promised 
professional development every year when they joined the organization, it had never 
eventuated. A few of them mentioned that professional development gradually had faded out 
with the fall of student numbers. Apparently, the teachers were not encouraged to learn 
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independently from their peers. Rather, they indicated as if they were left on their own to learn 
by trial and error. As highlighted by a participant,   
The teachers are not given any professional development opportunity to learn more from 
the experts in the field, the so-called lead vocational teachers (LVT).  
4.6.3  Pressure to maintain industry currency.  The Australian Government and the 
institutions require teachers to keep up to date with current industry trends, however most of 
the participants complained about the lack of support from their employers for maintaining 
industry currency. Rather, teachers are expected to keep themselves up to date by working in 
the weekends or holidays or after working hours. Some of the participants confessed to ‘faking 
it’, as they have no time or desire to go and get industry experience. The industry experience 
is too varied according to them to be able to cover anything and show currency. Moreover, 
appropriate sites for industry experience can be hard to find, as Participant 8 expressed:   
I don’t want to go and work in a bar at the age of 55.  
Participant 4 summed up the complexity of the situation as follows:   
Well in vocational you have to keep up your currency, you have to be viable trainer, you 
have to know what you are talking about, and so you actually have to be up to date. I 
keep up to date but the college itself doesn’t do anything which I think the government 
should encourage a bit more. I know the government says that you must be current but 
that’s all. They say, they don’t actually put some money to support the people.  
 
4.7   Summary of findings  
The findings reveal that the participant VET teachers experienced 27 different 
challenges, which can be categorized into three main types: Professional Challenges, Personal 
Challenges and Educational Challenges. Professional challenges are associated with teachers’ 
professional working environment in public and private VET institutes. The teachers 
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experienced challenges not only in classrooms with international students but also across the 
whole organization, in their interactions with their colleagues and management. In addition, 
they experienced challenges with government policies affecting VET and also aspects of the 
wider VET environment. Personal challenges leading to stress evidently affected the teaching 
capabilities and passion of some teachers. Educational challenges were associated with the 
following aspects: lack of qualification and skills to teach in VET; lack of CPD; and pressure 
to maintain industry currency. In the reviewed literature, no separate category of Ethical 
challenges was identified. Rather, the findings suggest that ethical uncertainty was often an 
integral part of a particular challenge.  
4.8 Conclusion  
This chapter has revealed an array of challenges that VET teachers experience when teaching 
international students. The next chapter reveals how challenges can cause dilemmas for 
teachers which impact their contribution to providing quality education to international 
students. It describes the similarities and differences between the teachers' ways of 
experiencing dilemmas and then demonstrates the interconnection between dilemmas.  
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Chapter 5 Findings: dilemmas experienced by  
VET teachers 
5.1   Introduction  
The previous chapter outlined the varied range of challenges that the participant VET 
teachers experienced in the course of teaching international students. This chapter moves 
beyond the challenges in identifying a set of dilemmas experienced by the VET teachers. As 
shown here, while some challenges are passing problems or inconveniences which fade with 
time or experience, more significant ones can develop into dilemmas for individual teachers In 
some cases, several interconnected challenges contributed to a dilemma, with impacts on 
teachers with  potential implications for VET stakeholders.  
Chapter 5 identifies seven dilemmas of three main types which the teachers experienced. 
It describes the nature of each dilemma and associated impacts on the teachers. Finally the 
chapter demonstrates the interconnection between dilemmas.  
5.2   Challenges become dilemmas  
The findings show that challenges lead to dilemmas for the VET teachers when situations 
required difficult decision making (Wagner, 1984; Perkins, 1985) involving some conflict 
between their personal or professional values and those reflected by institutional or government 
policies, or their colleagues, or interactions with students, with resulting problematic choices 
of action. In other words, dilemmas are identified as having an ethical dimension.   
Table 5.1: Challenges becoming dilemmas in VET below outlines seven dilemmas which 
resulted from the 27 challenges described in the previous chapter which the participant VET 
teachers experienced in the course of teaching international students. The left hand column 
shows the challenges as dot points. They are of three main types, namely: professional, personal 
and educational. They align with dilemmas of three similar types.  The common thread which 
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links challenges or makes them dilemmas is difficult decision making, as represented by the 
green arrow. The green arrow highlights that not all challenges become dilemmas, only 




Table 5.1: Challenges becoming dilemmas 
CHALLENGES    DILEMMAS  








How to overcome lack of resources 
and support system for teachers to 
help international students  
  
How to manage perceived unethical 
expectation/acceptance of gifts  
  
How to reconcile inconsistencies 
amongst various VET institutes 
regarding curriculum, assessment 
standards and extent of the course  
  
How to teach subjects without 
expertise  
  
How to manage constant changes in 
rules and policies regarding the 
courses in the MODL list and the 
financial requirements  
  
How to manage conflict within 
themselves; care for students and 
lack of sense of belonging.  
  
How to overcome lack of teaching 
know-how and opportunities to 
develop professionally along with 
pressure to maintain industry 
currency  
Varying commitment and attendance  
English language limitations  
Lack of student orientation  
Inappropriate gifts by some students at the time of exams  
Professional Challenges: Institution-related    
Limited teaching resources  
High student to teacher ratio and class composition  
Limited opportunity to attend staff meetings  
Lack of teacher induction and support programs  
Insufficient review of students’ abilities and prior knowledge before enrolment  
Inconsistent rostering  
Perceived unethical practices of RTOs  
Professional Challenges: Colleagues-related  
Limited inter-cultural sensitivity  
Inappropriate language and behavior towards international students and new/casual teachers  
Perceived unethical practices of colleagues  
Professional Challenges: Government-related  
Policies and rules (exam, /financial requirements, courses in MODL list)  
Professional Challenges: VET environment-related  
Marketization of courses  
Teaching outside expertise  
Audits and policies  
Lack of standardization across institutes  
Condensed term calendar  
Lack of support system for students  
Personal Challenges: Stress-related  
Stress Due to:  
Reduction in teaching hours  
Lack of inclusion and sense of belonging  
Educational Challenges: Qualification and skills related  
Lack of qualification and skills to teach in VET  
Lack of CPD (Continuous Professional Development) opportunities  
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The above figure highlights that some of the challenges might be passing problems or 
inconveniences that fade with time or experience. Such challenges are represented in grey color 
symbolizing that they fade away eventually and do not turn into a dilemma. The more significant 
challenges can develop into dilemmas for individual teachers. These challenges and their 
associated dilemmas for teachers are represented using the same color. Sometimes a single 
challenge can turn into a dilemma for example, the challenge- Teach subject without expertise 
creates a dilemma- How to teach subjects without expertise. Sometimes, several challenges 
combine to form one dilemma. For example, challenges like Perceived unethical practices of RTOs 
(Professional Challenges: Institution-related), Inappropriate language and behavior towards 
international students and new/casual teachers (Professional Challenges: Colleague-related), 
Policies and rules: Courses (Professional Challenges: Government-related) Marketization of 
courses (Professional Challenges: VET environment-related), Condensed term calendar 
(Professional Challenges: VET environment-related) and Reduction in teaching hours (Personal 
Challenges-Stress related) merge to form a dilemma How to manage constant changes in rules and 
policies regarding the courses in MODL list and the financial requirements.  
It is evident from the findings of the study that teachers’ ethical standards were at the base 
of the majority of the identified dilemmas. As learnt from the findings, when teachers make ethical 
decisions within institutional contexts, many times there are situational factors and potential 
conflicts of interest that further complicate the process. In other words, ethical decision making 
does not occur in a vacuum. These results are also consistent with other empirical evidence that 
teachers’ intentions to teach are influenced by their conceptions of teaching and their academic 
and social contexts (Norton, Richardson, Hartley, Newstead, & Mayes, 2005; Prosser & Trigwell, 
1997). Straughan (1988) emphasizes that morality and social responsibility also influence conduct 
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in the workplace. Decisions do not only have personal ramifications, they also have social 
consequences. Besides affecting teachers personally, it might also affect their teaching and student 
learning. While a great majority of the teachers in the study were committed to providing the best 
learning experience for students, their employing institutions or the environment in which the VET 
industry operates tended to have a different philosophy and values due to market competition. 
Consequently, it may lead to reduction of quality teaching.   
The findings show that the dilemmas had varied impacts on teachers and potential 
implications on various stakeholders. Impacts are defined as: what the dilemmas mean for teachers, 
how the teachers might experience dilemmas. Implications are defined as: the possible outcomes 
for teachers, students, VET institutes, VET industry and government. All seven dilemmas along 
with their impacts and potential implications are summarized in Table 5.2 below.  
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Table 5.2 Dilemmas, Its Impacts and Potential Implications 
Type and focus of the 
Dilemma  
Nature of the dilemmas for 
VET teachers  
Impacts of the dilemmas on 
VET teachers  
Potential implications of the dilemma for VET stakeholders   
Professional Dilemma  
1) How to overcome lack 
of resources and support 




Whether to assist students 
by altering lesson plans 
and giving extra help and 
resources to students with 
limited understanding of 
English and risk their own 
position by contravening 
management directions or 
not to offer help.  
Some teachers feel 
constrained to offer 
additional help to students 
against management 
directions. Some teachers 
might feel compelled to 
adopt less ethical practices 
in order to cope.   
  
For teachers: Teachers might give exam questions as revision 
to ease their workload, thus lessening the quality of students’ 
learning and assessment. For students: If extra help is not 
offered, the students might struggle to pass the examination 
and lose their self-confidence in their ability.  
Professional Dilemma  





Whether to report students 
and colleagues suspected 
of giving or accepting 
bribes and compromise 
collegiality or risk 
offending genuine 
students, or stay quiet.  
Teachers with ethical 
standards find themselves in 
an awkward spot when the 
genuine students complain 
about such colleagues to 
them.   
For teachers: If teachers speak out, they risk damaging their 
relationship with colleagues and students. Teachers might 
offend genuine students when they refuse to accept gifts. 
Teaching relationship with students may be impaired. For 
students:  Students might assume that it is acceptable to give 
gifts to gain favors.  
Professional Dilemma  
3)  How to reconcile 
inconsistencies amongst 
various VET institutes 
regarding curriculum, 
assessment standards and 
extent of the course.  
Whether to provide same 
levels of teaching and 
assessment in different 
institutes or accept the 
inconsistencies and do 
nothing.  
Teachers are concerned 
about the difference in the 
content knowledge passed 




For teachers: Teachers might need to adapt and compromise 
their teaching and assessment standards.  
For students: Students studying same course in 16 weeks 
might gain lesser knowledge than students studying from an 
organization offering same course in 33 weeks.  
For VET industry and Government: Dissatisfied students 
might question the quality of the education and harm the 
reputation of institution by spreading their displeasure.  
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Type and focus of the 
Dilemma  
Nature of the dilemmas for 
VET teachers  
Impacts of the dilemmas on 
VET teachers  
Potential implications of the dilemma for VET stakeholders   
Professional Dilemma  
5) How to manage 
constant changes in rules 
and policies regarding the 
courses in the MODL list 
and the financial 
requirements  
Whether to motivate the 
students who show no 
aptitude for or interest in 
course to remain and 
attend class or to ignore 
them.  
Teachers are concerned that 
continuing the course might 
not help students get their 
Visa for work or PR but 
telling them to discontinue 
would mean losing students 
resulting in reduction of 
their teaching hours.  
For teachers: Teachers against their ethical standards might 
ask the students to continue studying and allow students who 
work long hours to go home and sleep.  
For students: Students might come to see education only as a 
means to getting PR. The genuine students might lose faith in 
the system.  
For VET institutes: Reduced student numbers might result in 
more teacher redundancies and colleges being shut down.  
For VET industry: Institutes might experience instability 
arising from changes in MODL list; higher dollar rate and 
inflation and associated reduction in student numbers.  
For Government: The Government might be under pressure 
from the VET industry to alter/relax the rules to encourage 
the flow of international students.  
Personal Dilemma  
How to manage conflict 
within themselves, care for 
students and lack of sense 
of belonging   
Whether to ask the 
management for extra 
support and lose face or 
keep doing their job at a 
cost to their wellbeing.  
 
Teachers feel ignored or 
unappreciated by senior 
college management.  
For teachers: Low self-esteem and morale might lead teachers 
to disengagement phase of teaching. For students: The quality 
of their learning experience to the international student might 
suffer.   
For VET institute: It might lead to more teacher turnover.  
For VET industry: Good teachers might leave the industry.  
Educational Dilemma  
How to overcome apparent 
lack of teaching know-
how and opportunities to 
develop professionally 
along with pressure to 
maintain industry currency  
  
Whether to undertake 
professional development 
in unpaid hours and at 
their own cost to update 
their currency, or to adopt 
the unethical practice of 
faking currency.  
Teachers with just TAA 
qualification  to teach in 
VET without any teaching 
background and opportunity 
to develop professionally 
find it difficult and are 
unsure of ways to deal with 
international students as 
well as other staff members 
from different cultures.   
 For teachers: Feeling of not knowing how to handle things in 
a multicultural classroom might create dissonance in the 
teachers. Pressures to develop professionally and maintain 
industry currency might lead the teachers to falsify or 
manipulate the same.  
For students: Students might suffer as teachers who are not 
supported professionally, might speak or act inappropriately 
in class.  
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As indicated in the above table, the seven dilemmas occurred when the teachers found themselves 
in positions of tension or difficult decision-making (Wagner, 1984; Perkins, 1985).  These can be 
summarised as follows:   
1. Whether to assist students by altering lesson plans and giving extra help and resources to 
students with limited understanding of English and risk their own position by contravening 
management directions.  
2. Whether to report students and colleagues suspected of giving or accepting bribes and 
compromise collegiality or risk offending genuine students, or stay quiet.  
3. Whether to provide same levels of teaching and assessment in different institutes or accept 
the inconsistencies and do nothing.  
4. Whether to agree to teach subjects outside their expertise, with the need to study previous 
night or to refuse to take the subject and risk losing paid teaching hours.  
5. Whether to motivate the students who show no aptitude for or interest in course to remain 
and attend class or to ignore them.   
6. Whether to ask the management for extra support and lose face or keep doing their job at a 
cost to their well-being.  
7. Whether to undertake professional development in unpaid hours and at their own cost to 
update their currency, or to adopt the unethical practice of faking currency.  
In brief, the teachers experienced professional dilemmas concerning their relationships with 
colleagues and students in a competitive commercial and political VET environment. They 
experienced personal dilemmas that caused stress and affected their well-being. They experienced 
educational dilemmas associated with the lack of opportunity for professional development and 
expectancy from teachers to be industry current.  
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The following sections 5.3-5.5 discuss the nature, and potential impacts of the seven 
dilemmas identified by the study. They reveal that the dilemmas experienced by teachers may also 
indicate consequences for students, VET institutions and the wider VET sector.  
5.3 Professional Dilemmas and its impacts on VET teachers  
Professional dilemmas faced by VET teachers during their teaching experience with 
international students, colleagues, management and government relate to lack of resources and 
support system for students, acceptance/expectation of gifts, inconsistencies amongst VET 
institutes, teaching subjects outside expertise, managing changes in rules and policies. The nature 
of each dilemma and their impacts on teachers is outlined in turn below.  
5.3.1  Resources: Whether to assist students or contravene management directions.   
One of the major professional dilemmas identified in the study is how VET teachers can overcome 
the insufficient support provided to teachers to help international students to achieve a good 
educational outcome. The participants were unsure about whether they should submit their 
personal resources to the college or retain their own unpaid work. The potential impact of this 
dilemma on VET teachers is that if they give students extra support in terms of extra resources, 
they are taking the risk of displeasing a management which is unwilling to pay teachers extra to 
support students in need. They were also concerned about the equity of learning experiences for 
students in the absence of suitable resources, especially where English language proficiency varied 
greatly among the students in a class. As per the findings, the ability to speak English “well” was 
not always congruent with students’ IELTS grades.   
5.3.2  Inappropriate gifts: Whether to accept or stay silent.  Some participants 
highlighted dilemmas about how to manage perceived unethical practices of colleagues associated 
with expecting and accepting favors from students. Thus, some teachers, with a strong ethical 
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framework, found themselves and their values confronted by other teachers whose apparently 
unethical practices make teachers lose face in front of international students. Some of the 
participants expressed particular concerns about gift giving by students at the time of assessment 
with return expectations from teachers, which they professed to be unethical. The potential impact 
of this dilemma on teachers is that they might find themselves in an awkward spot when the 
genuine students complain about such colleagues to them.  
5.3.3  Teaching and assessment: Whether to reconcile inconsistencies or accept it and 
do nothing.  Another important dilemma encountered by some of the participants was how to 
reconcile apparent marked inconsistencies across providers regarding assessment standards, 
processes and the duration of the courses. Teachers working in two organizations at the same time 
were unsure of how to teach the same curriculum across different organizations: for example, 
teaching the same course for 33 weeks in one organization and 16 in another; or having an open 
book examination in one college and a difficult closed book examination in another. A great 
majority of the teacher participants identified massive variations in the content knowledge passed 
on to the students across organizations. One participant even expressed the distress of seeing 
former successful students doing odd jobs like driving taxis or cleaning offices after gaining such 
qualifications.  
5.3.4  Teach subjects without expertise: Whether to agree to teach subjects outside their 
expertise or to refuse and risk losing paid teaching hours.  Another major dilemma faced by 
some teachers is how to teach subjects outside their expertise to international students. Teachers 
expressed their apprehension that being a good teacher in one subject area does not necessarily 
mean that they can teach another subject outside their expertise equally well. The potential impact 
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of this dilemma on teachers is that they might have to study the previous night before teaching and 
might not deliver their best in the absence of thorough understanding of the subject.  
5.3.5  Changes in rules and policies: Whether to motivate the students affected by such 
changes or to ignore them. The findings show that teachers experience dilemmas as to how to 
manage frequently changing policies, such as the Migration Occupations in Demand List (MODL) 
which assists in getting more points for Permanent Residency (PR) and students required minimum 
bank balance. Most of the participants were concerned about the Department of Education, 
Employment and Workplace Relations (DEEWR) action of removing additional points from the 
MODL list in July, 2010 for occupations like Cookery and Hospitality, as they perceived a shortage 
of chefs and cooks. The participants expressed that RTOs responded to such changes by adjusting 
business strategies and delivery practices. For example, changing course duration and offering 
flexible payment options to students to combat the negative effects of changes in rules and policies.   
This dilemma impacted teachers on two levels. First, they need to consider whether it is in 
the students’ best interest to continue with a course delisted from MODL. Should they advise 
students to pursue quality education or change to a course that guarantees PR? Second, they need 
to consider their own situation and the fact that advising students to enrol in another course, of 
possible lesser quality, could result in a reduction in their teaching hours and income. Teachers 
were also concerned about some students’ need to work longer hours to meet financial 
requirements, as a result of the visa requirement to maintain a higher bank account, they had heard 
that some international students in their class had worked hard to save money, or had exchanged 
sex for the required IELTS exam results (Participant 13) or had crossed borders on donkeys 
(Participant 1).  
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Some teachers felt obliged to bend the rules for students and turn a blind eye to students’ 
longer working hours than legally allowed. Consequently, some teachers wondered if they should 
ask students to go home to sleep and study. Moreover, they were conscious that it might prove 
problematic for some teachers to ignore students’ breaking of working hour’s restrictions, as it 
could backfire on them legally. The participants also found themselves being challenged by the 
conscientious students who diligently attended class and follow the working hours rules yet were 
treated in the same way as their apparently less conscientious classmates.  
5.4    Personal Dilemmas and its impacts on VET teachers  
Personal dilemmas result from the conflicting responsibilities teachers feel towards their 
students and towards their employers. They impact on their well-being and their decisions while 
teaching in a culturally diverse VET environment.  
5.4.1  Conflict within themselves: Whether to ask the management for extra support 
and lose face or keep doing their job at a cost to their well-being.  In addition to the usual 
adjustment process of having international students in a class, the teachers have a number of other 
stressors. These include pressure from the administration to sell different educational products to 
graduating students so that they continue studying in the same college and the constantly changing 
rules in the VET system. A major dilemma then resulted from the conflicts between the effects on 
the teachers of organizational politics and their personal career plans and managing a work-life 
balance. The potential impact on teachers is that the absence of professional guidance might make 
them confused and isolated. Teachers might not be sure whether they should discuss their 
dilemmas with their colleagues or administrative staff and management and seek help from them 
as they were afraid that it might be perceived as a sign of weakness.  
5.5    Educational Dilemma and its impacts on VET teachers  
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Educational dilemmas for VET teachers resulted from their limited teaching qualifications; 
experience and opportunities for CPD in maintaining industry currency  
5.5.1  Apparent lack of teaching know-how and opportunities to develop professionally: 
Whether to undertake professional development in unpaid hours and update their currency 
or to adopt the unethical practice of faking currency.  Teachers were expected to just “know” 
people skills without training. Teachers were unsure of the ways to deal with multicultural 
classroom challenges with limited foundational skills gained from TAA and consequently some 
teachers struggled to know what or how to teach their international students in ways that will 
effectively support their learning.   
Teachers were also concerned about the relevance of obtaining the TAA qualification in a 
very short period or through their VET institutions. In addition, teachers were also worried about 
the teaching methodologies of some teachers with insufficient practical training. Teachers were 
also unsure of ways of maintaining CPD and industry currency in absence of any support or 
opportunity from management, in particular sessional teachers generally had less access to CPD 
and did not have the same opportunity and support to develop their repertoire of teaching and 
assessing strategies or their knowledge of students.  
5.6 Interconnection of Dilemmas  
Having presented the seven dilemmas identified by the study, this section demonstrates how 
they are often interconnected and may impact on each other. In essence, there is ebb and flow 
between the dilemmas such that they may all exist but particular dilemmas are more dominant than 
others and they rise to the surface in different ways at different times depending on the situation 
and the way they may be played out. To illustrate the interconnection between dilemmas, this 
section presents an example associated with professional development.  
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5.6.1   Example of interconnected dilemma.   The following diagram (5.1) reflects the 
experience of one of the participant teachers who asked: Is there any book that you could open and 
learn and say that these are the steps to make you a better teacher or trainer or facilitator? It shows 
how the teacher experienced interconnected professional, personal, educational and ethical 
dilemmas in a practical teaching context. This comment indicated that the teacher was probably 
uncertain or frustrated in seeking further information or guidance about how to meet the challenges 
of teaching international students.   
 115 



























Teachers’ Question   
Is there any book   that you  
could open and learn and say  
that  these are the steps to  
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with lack of support ?   
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When the teacher asked: Is there any book that you could open and learn and say that these 
are the steps to make you a better teacher or trainer or facilitator? He revealed the need for 
professional development. It brought into play all three dimensions. First, it raised a professional 
dilemma for the teacher who wanted to be an effective teacher but lacked the necessary educational 
background that would enable him to develop strategies to deal with international students. 
Second, it indicated an educational dilemma about how to advance as a teacher without 
professional development. Third, it highlighted personal dilemma about remaining motivated 
without support. The teacher participant felt compelled to ask this question because he felt that 
only if he knew the answer, it would ensure less stress in teaching and he could focus more on 
students’ learning. The ethical dilemma at the heart of this dilemma is whether the teacher should 
be concerned about developing professionally or not. This example is significant as the study found 
various ways in which the teachers experienced dilemmas associated with professional 
development.   
Teachers often struggled with a frustration that they knew what changes they wished to make 
to a practice, and possessed professional knowledge but did not have the personal knowledge or 
educational experience to carry out their role in the manner that they envisioned. Learning how 
and when to enact their knowledge or indeed what kind of knowledge to bring to bear in a particular 
situation remained a central focus of their ongoing efforts. Such conditions included the need for 
a trusting environment in which teachers could come together with colleagues and work as a team 
and importantly, also whether the teachers had the confidence or willingness to push ahead with 
new ways of thinking.   
Lying at the heart of all this is the conflict between action and intent (Ethical dilemma). What 
a teacher wants or needs to happen and how they and their colleagues behave in order to achieve 
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their goals may, or may not be, consistent with their ethical beliefs. They had experienced 
situations which had brought with them a multitude of conflicting interests as teachers’ tried to 
balance a variety of values and expectations in their decision-making processes. Consequently, 
they had experienced clashes leading to ethical dilemmas, which led to stress, falling morale, loss 
of autonomy and freedom and alienation from work.  
5.7 New model of VET teachers’ dilemmas  
On the basis of this study’s findings, a new model of VET teachers’ dilemmas (Figure 5.2 
below) has been developed. This new and innovative model extends beyond the challenges VET 
teachers experience to more complex dilemmas arising from challenges in particular 
circumstances. It outlines the nature of these dilemmas and their particular nature. 
This new model highlights four key elements, namely Professional dilemmas, Personal 
dilemmas, Educational dilemmas and Ethics. Professional Dilemmas include teacher dilemmas 
arising from the impacts of limited resources and inappropriate gift-giving, subject expertise, 
inconsistencies amongst VET institutes and change in rules and policies. Personal Dilemmas were 
caused by teachers’ concern for students and their personal well-being. Educational Dilemmas 
were caused by teachers’ qualification and opportunities for PD and maintaining industry currency. 
For example, lack of teaching qualifications put teachers in a testing position because they find it 
difficult to deal with complexities of day to day teaching and decision making. The new model 
places Ethics at the centre, rather than as another category on the outer circle. This is because the 
study found that Ethics formed the basis of all dilemmas for the VET teacher participants. The 
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5.8   Conclusion  
In the context of this study, dilemma has been defined as any difficult or perplexing situation 
or problem requiring a choice between desirable and undesirable alternatives. In other words, 
challenges sometimes lead to dilemmas which involve difficult decision making. As described in 
the Table 5.1, seven dilemmas emerged out of 27 challenges which related to three types: 
professional, personal and educational. Professional dilemmas are linked to environmental aspects 
such as the current VET climate of marketization and internationalization, changing government 
policies, institutional procedures and expectations. These aspects can have a significant impact on 
the teachers’ normal routines and practices, yet they are generally beyond the teachers’ control. 
Personal dilemmas stem from the teachers’ dealings with students, colleagues and managers as 
they carry out their daily routines and practices and are generally more personally involving. 
Educational dilemmas are associated with teachers’ basic qualifications, their readiness for 
continuous professional development and limited opportunities to develop and maintain industry 
currency. The dilemmas were shown to be interconnected. Chapter 6 discusses the implications of 
the VET teachers’ dilemmas and places the study’s findings in the wider research context.  
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Chapter 6   Discussion 
6.1 Introduction  
The previous two chapters presented findings about the challenges and dilemmas that the 
VET teachers of international students experienced, and the impacts of these dilemmas on the 
teachers. The findings both confirm previous research and provide new insights. Thus, Section 6.2 
discusses the implications of each dilemma for key VET stakeholders including international 
students, VET teachers, institutions and the overall VET sector. Section 6.3 compares the study’s 
findings with findings of previous research. Section 6.4 highlights the study’s new findings. 
Finally section 6.5 emphasizes the key messages derived from the findings.  
6.2  Implications of dilemmas   
On a conceptual level, a dilemma can be perceived as an inner conversation with oneself 
concerning two or more alternate propositions in which the presence of obstacles on every side 
makes it difficult to determine which course of action to pursue (Lampert, 1985). In the context of 
this study, dilemmas arose from challenges that teachers encountered in carrying out their normal 
professional duties. They resulted from ethical tensions in teachers’ interactions with international 
students, teaching colleagues and their employing institutions. The dilemmas were often 
influenced by current economic and political conditions of international education.  
The findings show that the dilemmas outlined above have significant implications beyond 
their immediate impacts on VET teachers. The implications not only affect the VET teachers, but 
also other VET stakeholders including international students, institute managers and the Australian 
government. These implications are related to six themes which were seen to recur throughout the 
findings, namely: educational equity, professional relationships, professional readiness, 
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commercial imperatives and personal well-being and ethical dimensions. The themes reflect 
qualitative dimensions of the dilemmas.  
They are discussed in turn below and related to other relevant research.  
6.2.1 Educational equity.  Many aspects of the VET teachers’ dilemmas would seem to 
relate to issues of educational equity. On the one hand, they recognize a professional obligation to 
provide best quality education to all students, irrespective of background. On the other hand, they 
find themselves needing to compromise their standards due to expediencies of a hard-pressed VET 
sector. This is evident in the participants’ professional concerns about inconsistency in educational 
provision and limited support for international students. In a similar way, the findings suggest that 
tests of ‘English-speaking ability’ such as IELTS categorise students too broadly and the current 
grading system may not fairly identify the potential of students undertaking VET courses. 
Moreover, the standardized curriculum is a mismatch for students who use English as a second 
language. The implications for VET teachers of international students are that in attempting to 
develop a clear teaching ideology, tensions exist between what the curriculum demands and what 
they believe is right for students. So some teachers might offer support in their unpaid hours. If 
the teacher decides not to offer help, it could mean more incompetent assessments and more paper 
work for teachers. Consequently, some teachers might resort to unethical professional standards, 
such as giving exam questions as revision to help students and make their own work easier. A 
wider implication of this dilemma is associated with many international students who struggle with 
the unfamiliar demands of academic, scholarly English. If extra help is not offered, it means 
students might struggle to understand the concepts and might not get the best out of the course. 
Students might fail the examinations and lose self-confidence in their ability.   
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VET teachers’ concerns regarding educational inequity extends to the inconsistencies in 
duration of the course, curriculum and assessment standards followed in different VET institutes. 
The findings indicate that VET teachers of international students experience a variety of pressures 
associated with assessment. Teachers sometimes feel compelled by institute managers and the 
Government to make sure that international students pass examinations. The potential implication 
of this dilemma for teachers is that they might resort to practices such as overly liberal marking of 
the assessment or overlooking plagiarism of the contents. The implication of differing curriculum 
for students is that those who study a course in 16 weeks might gain less knowledge than those 
students studying at an organization offering the same course in 33 weeks. The potential outcome 
for students is that these inconsistencies might bring unrest in their minds when they do not feel 
satisfied with their educational outcome after paying fees. These students, when they go for work, 
might be rejected due to their limited knowledge. The implication of this early attrition may not 
only affect the workplace with the loss of skills and training invested in that student but also might 
take a toll on students who may feel they failed to make a success of an eagerly anticipated career 
choice in their working life. The potential implication of this dilemma for the VET industry and 
the Government is that unhappy students might spread the word about their dissatisfaction with 
the outcomes and question the Government about the promises of quality education. This in turn 
might result in loss of future international student enrolments.  
Moreover, reduction in the number of students means reduced working hours for teachers. 
As the findings suggest, casual teachers are first affected by the impacts of such reduction leading 
to permanent staff teaching subjects outside their expertise. The potential implication for teachers 
is that they might accept the offer to teach subjects outside their expertise either out of concern for 
students’ welfare, as otherwise students would be without a teacher for a couple of weeks, or for 
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the reason that it was the only course that was offered by the management that semester. The 
potential implication of this dilemma for international students is that they might suffer by not 
getting the best education and a high quality qualification with value in the marketplace. Students 
might also suffer as a teacher might sometimes leave mid-term due to the stress of teaching outside 
their comfort zone.  
6.2.2   Professional relationships.  Other aspects of the VET teachers’ dilemmas would 
seem to relate to issues of professional relationships and in particular, perceived differences in 
ethical standards among individual teaching colleagues. This is evident in the participants’ 
professional concerns about expecting and accepting gifts by some colleagues at the time of 
assessment. Those colleagues who accept a bribe create an ethical dilemma for other teachers. As 
some participants suggested, there are better ways of helping students than to accept bribes.   
The potential implication of this dilemma for VET teachers is that if the teacher speaks out, 
he/she might risk damaging their relationship with colleagues and students. However, it is apparent 
from the findings that such teachers do not confront their colleagues who accept bribes. Hence, 
their colleagues are not aware of teachers’ dilemmas and the situation continues without resolution. 
As teachers are unsure whether the gift is a genuine token of respect or a potential bribe, they 
might offend genuine students when they refuse to accept gifts.   
The wider implication for students is that if they benefit from favors as a result of giving 
gifts, they might generalize that it is the normal approach to give gifts before assessment. Thus 
they might lose faith in the education system and start generalizing that corruption or gift giving 
is the way to get things in Australia. The genuine students might lose their enthusiasm for studies 
under the notion that they might not get good results as they have not offered gifts.  
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6.2.3  Professional readiness.   Recurring dilemmas were identified with regard to teachers’ 
inability to meet professional standards due to inadequate education and professional development 
for VET teachers. The findings reveal that Certificate IV in Training and Assessment (TAA) is 
sometimes promoted at discounted rates and in abbreviated forms. It does not always meet the 
needs of successful professionals in making the transition from positions in industry to their new 
role as VET teachers. As evident from the findings, although some participants brought much in 
the way of industry experience to their teaching role, they had little knowledge about the role of 
teacher, other than their experiences of being taught in school. The initial experiences as a teacher 
of international students might be confusing and intimidating, particularly, if they imagine their 
new role as something that they would ‘take on’ and ‘do’, rather than one that they needed to 
construct and ‘live’ and ‘develop’.  In other words, new VET teachers face dilemmas due to lack 
of understanding in supporting the growth of others and to recognize that this is their responsibility 
as a VET practitioner. Some are perplexed about whether they should make up for this shortfall 
by upgrading their professional skills at their own cost despite their reluctance to do so. The issue 
of how ongoing professional learning could be made cost-neutral to VET teachers is a dilemma 
for VET institutions.  
The potential implication of this dilemma for teachers is that not knowing how to handle a 
challenging situation, might create a sense of dissonance in them. The view of learning that they 
had developed over the years (that students need opportunities to construct meaningful knowledge 
with scaffold teacher support) might not be the view of learning that they were applying in their 
classroom setting. Moreover, the pressure to maintain currency is so high that teachers might 
simulate it. If support is not provided to teachers, it might discourage them from updating 
professionally and may eventually lead to professional obsolescence due to disjuncture between a 
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teacher and an organization and consequently might diminish not only the productivity of their 
work but also that of the organization.   
The potential implication of this dilemma for students is that they might suffer if teachers, 
who are not supported professionally, might start speaking or acting inappropriately in class. 
Students may not complain either because the teacher is considered GOD in some cultures or they 
prefer to keep quiet in order to progress and achieve a good outcome. However, eventually they 
may lose respect for teachers on a personal level.  
6.2.4  Personal well-being.  The findings show that some dilemmas may affect teachers’ 
well-being. The increasingly complex role of the VET teachers may require them to wear a variety 
of hats, including that of facilitator, leader, operational manager, mentor, peer-buddy, student 
counselor, career guide and analyst. The expectation on teachers to play several roles without 
sufficient support from managers appears to be stressful for many teachers. During interviews, 
there was much talk of stress and frustration in the absence of professional guidance. For example, 
when one participant confronted her CEO about a problem, she was told that,  
“Teachers are a dime a dozen. If one goes; another will come”.  
Such responses prevented other teachers from revealing their true thoughts and feelings due 
to pressure regarding uncertainty about their continuing employment.   
The potential implication of this dilemma for teachers is that the stressors can affect the 
quality of their teaching experience with international students. Their isolation may prevent them 
from accurately identifying the cause of the dilemma and taking appropriate action. Consequently, 
some teachers might adopt a ‘deaf ears and blind eyes’ approach to such dilemmas whereas some 
teachers might experience feelings of self-doubt and uncertainty about how to proceed in their role 
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of teaching. These concerns could affect their esteem and morale and lead them to certain 
disengagement.   
The potential implication of this dilemma for students is that they might be disadvantaged if 
a stressed teacher is not able to provide best quality education. Moreover, if the teacher resigns, 
changed teaching methods might make it harder for international students to adapt to a new 
teacher’s teaching style. The potential implication for RTOs and the VET industry is that they 
might experience frequent staff turnover.  
Moreover, teachers’ low morale and dissatisfaction may result in their leaving the industry 
causing loss of a good teacher to the industry.  
6.2.5  Commercial imperatives.  VET teachers of international students practice in a 
complex VET environment which is becoming increasingly competitive and internationalized 
(Marginson & Eijkman, 2007). VET institutions must balance the goal of providing quality 
education to international students with the need to achieve commercial sustainability (Knight, 
2006). There is apparent pressure on institutions to meet stringent and changing government policy 
and regulations. Meanwhile the teachers must also comply with associated, sometimes challenging 
requirements.  
This raises the question how can VET institutions manage the balance between providing 
quality education and remaining financially sustainable? It would seem that there is some cause 
for concern around the quality of international education that VET provides. The findings suggest 
that in some instances, VET institutions offer inappropriate incentives to prospective students. For 
example, to attract international students, flexible attendance and submission of assignments is 
allowed. The study suggests that for VET teachers, the driving force in the system appears to be 
commercial rather than a concern for quality education. The teachers blame the policy changes 
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around international student visa and MODL list as a means to attract international students. 
However, frequent changes to Australian policies adversely affecting international students have 
led to a perception in the main markets abroad that Australia does not welcome international 
students.  
The potential implications of this dilemma for students is that some international students 
whose courses are removed from the MODL and others who cannot cope with increased financial 
requirements might resign from their current course and join another VET institute offering a 
course that is out to attract higher numbers but may be less suited to their educational needs. 
Moreover, students who work longer hours due to inflation or to meet their financial requirements 
might not gain full benefit from their course as they might be sleep deprived. The potential 
implication of these changes for the VET institute and the VET industry as a whole is that the 
colleges might struggle to attract students for courses removed from the MODL and that might 
result in reduction in student enrolments and consequent teacher redundancies. The VET industry 
might suffer as students might prefer to go to other countries with a lower dollar exchange rate and 
promising PR which in turn can result in the closing down of colleges and unemployment for 
teachers.  
The teachers’ concerns could be exacerbated by changing Australian immigration laws. 
Many participants blamed the education industry’s struggle with arduous visa application 
processes, a lack of state assistance for foreign students and the rising Australian dollar meaning 
students can get more for their money in other countries. While international student numbers 
continue to grow both globally and within our region, particularly out of the new high growth 
economies including India, China and Indonesia, students are now simply opting to study 
elsewhere in the world rather than taking up Australian education (Phillimore & Koshy, 2010). 
 128 
Phillimore and Koshy (2010) further suspect that the impact of the abovementioned factors is yet 
to be fully felt. Modeling of the Australian economy over the next five years indicates a loss of 
total expenditure from international students of just over $5.88 billion and the loss of 45,583 full 
time equivalent positions across the whole Australian workforce. On the other hand, the new 
relaxed rules (Bowen, 2012) making it easier for students to get their visa might see a revival of 
the VET industry.   
In an environment in which teachers feel alienated, isolated and wary of change, new 
government reforms can be viewed with suspicion. The teacher participants saw changes in the 
policies to attract students as shaming to the VET industry and suggested that vocational training 
should not be put down to building commercial revenue from training. As expressed by participant 
10:   
Sometimes in the process that we are trying to achieve we are indignating (sic) ourselves 
because of the process.   
Participants also claimed that the system is encouraging students to enrol in high priority 
courses and see our system as a reason for such learned behavior of students. When teachers feel 
isolated from the policy making process, particularly the policies affecting teaching practices and 
context, they might  associate themselves at the sharp end of the policy, replacing theirs and 
students’ interests with the interests of business, economy and market competition. Concerns arise 
as to how much impetus passionate teachers can generate when the wider, external environmental 
context may be more immersed in notions of a hostile VET industry that needs to respond to 
changing government policy.  
6.2.6  Ethical dimensions.  The findings suggest that the dilemmas experienced by the VET 
teachers are inter-connected and all the dilemmas have ethical dimensions. Teachers found 
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themselves torn between the welfare of students, benefits to the organization they are working in 
and their own professional ethics. The VET teachers perceived that providing quality education 
was concerned with balancing the delivery of knowledge (quality teaching) and providing 
conditions for students’ growth (for quality learning). Throughout this process one must be 
sensitive to the individual needs and concerns of the international students so that how one works 
as a trainer/facilitator is responsive to the situations as they arise (being culturally sensitive and 
being responsive), valuing and reconstructing the particular experiences of the individuals 
involved. Working with a range of diverse stakeholders in a challenging organizational context 
implies that these teachers confront conflicting forces as they endeavor to balance a variety of 
stakeholder expectations in their daily decision-making.  
The findings establish that at most times one or other of the competing value systems has 
tended to dominate and that during such a time, practices of the VET institutions reflected the 
dominant value. This contradiction in the politics of education was considered as a central concern 
in the current debates about national professional standards and curriculum that embodied a tension 
between emphasis on quality teaching on the one hand and opportunities or support provided to 
teachers to provide to quality teaching on the other. A major concern of VET teachers was to 
ensure that international students get the highest return on their investment in education and 
training and that education in the VET sector is not constrained by lack of resources in skills 
training or skill shortages of teachers. Inadequate induction prior to teaching and employment 
contingent on having the certificate IV - and not on teaching experience appears to have created 
tension in their teaching experiences. This lack of confidence in teaching becomes a constraint on 
how much content is taught particularly in the light of the workload of teachers who are typically 
responsible for multiple roles besides teaching.  
 130 
One aspect of the ethical dimension is a tension between collegial and professional values 
on the one hand and personal decision-making processes on the other hand. The participants felt 
the need to move away from an opportunistic exploitative view of relationships between students 
and colleagues to one which emphasizes long term collaboration and shared benefits ensuring 
interaction with students and colleagues on a regular basis to build networks of trust and 
commitment. The conflicted teachers rarely confront the apparently unethical teachers because 
those teachers are often seniors or permanent staff and so they consider that speaking of their 
challenges would widen the gap.    
Values of competitiveness and realism tended to dominate the value of quality learning and 
teaching experiences. Changes in international student enrolment and economies of scale have led 
to more corporate management practices. The teachers felt the need for considering the ethical 
implications of the commercialization of international education in the VET to be addressed and 
debated, so that planning processes could take account of them. The findings suggest that the 
participants indicated that higher education meant more than a business to them. Although 
increasingly VET education shares the concerns of business to compete, to gain market share of 
international students, it must still be accountable for fair, just and socially responsible practices. 
The participants indicated that VET institutes, in return for the ability to conduct business, owe 
society a duty to demonstrate social responsibility in their actions.  
6.3   Literature review revisited  
This section revisits the literature and compares the findings of the study with the literature. 
Section 6.3.1 highlights key points of previous research. Section 6.3.2 compares the similarities 
and differences between this study’s findings and previous research from the literature. Section 
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6.3.3 highlights this study’s new findings and finally 6.3.4 highlights key messages of the study’s 
findings.  
6.3.1  Key points of previous research. The literature review considered the working 
environment and practices of teachers of international students. The literature review identified 
four main challenges, namely, Professional challenges, Ethical challenges, Personal challenges 
and Educational challenges.   
This study shares some common ground with the previous research, although the findings 
show similarities and differences. This study brings to light new findings about VET teacher 
dilemmas as they arise from more significant challenges. The new findings are incorporated into 
the model shown in Figure 5.2, which places Ethical dilemmas at the heart of the model.  
6.3.2  Similarities and differences of findings with previous research.  The study’s 
finding shares considerable similarities with those of other research concerning the VET 
environment and its impact on teaching. However, the study also reports differing findings 
concerning VET teachers’ work and well-being. The common ground between the previous 
research and this study’s finding is the challenge faced by international students which then 
become the challenges of VET teachers of international students. The comparison between each 
challenge found in the literature and the challenge from this study’s finding is presented below.  
6.3.2.1  Professional Challenges. The literature review identified that teachers’ professional 
challenges are often associated with challenges experienced by international students such as 
unfamiliar academic and educational background (Ryan & Viete, 2009); their culturally diverse 
linguistic background (Ballard & Clanchy, 1995; Carroll & Ryan 2005; Marginson, Nyland, Sawir 
& Forbes-Mewett, 2010; Robertson, Line, Jones &  Thomas, 2000; Sawir, 2005); tendency to rote 
memorization by students (Taylor & Whittaker, 2009). These student challenges were also 
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identified in this study and they impacted on the VET teachers’ work. Other challenges identified 
in the literature and in the findings were associated with advancing technology (Hillier, 2009); 
coping with AQTF requirements (Grace, 2005); and excess of documentation for audit (Black 
2009a, 2009b).   
This study has identified that some of these challenges fade away with time and experience. 
However, more crucial ones like lack of support systems to enhance international students’ 
learning experiences especially students with English language limitations created professional 
dilemmas for teachers about whether to provide additional resources prepared in their unpaid hours 
and displease management or to overlook the plagiarism and mark students liberally to reduce the 
additional work related to non- competent assessment. While the findings acknowledge Ballard 
and Clanchy’s views (1995) to get beyond surface clichés about poor English and inferior logical 
powers, it also highlights the apparent concern of teachers about such student’s high IELTS scores 
contrasting with their limited understanding of basic concepts in English.  
The literature highlights elements like funding and resources (Clemans, 2009) created 
competition between public and private VET institutes, however, the findings suggest no 
difference in dilemmas regarding lack of resources for teachers working in TAFE and private 
RTOs. Lack of resources was equally experienced by VET teachers working in both the 
organizations. Rather, the findings suggest competition for student enrolments and VET institutes 
practising in an agile manner by offering discounts and flexible payment options as their strategy 
to survive.  
Although the findings agree with Baird’s (2010) claim that Australia is at the heart of the 
sustainability of the international education sector and that education should "serve the public 
interest" with a mission to contribute to sustainable development, it is acknowledged that higher 
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education is increasingly being treated as a commercial product, governed essentially by market 
forces. Like Ehrich, Kimber, Cranston & Starr (2011), the study’s finding suggest that, educational 
institutes compete for students and often engage in aggressive marketing strategies to attract 
students to their institutions.  
6.3.2.2  Personal Challenges. The findings agree with Takerei (2010), Townsend and Bates 
(2007) and Stearns’ (2009) submission that the interplay between the personal and professional 
lives of teachers is a key factor in their sense of identity and job satisfaction and by inference, in 
their capacity to maintain effectiveness as teachers. Scott’s (1998) claim of pressures put on 
teachers to ‘be a loyal member of the team’ or ‘to please the customer at all costs’ were similar to 
the pressure passed by managements on to VET teachers to pass the students.  
The literature highlighted persistent challenges for teachers to harness each student’s 
motivation (Garcia, Arias, Murri & Serna, 2010) and their attempt to reconcile the values of truth, 
care and justice (Rowan &  Zinaich, 2003) which can prove too stressful for the teacher leading to 
nervous breakdown and teachers leaving (Loi, Hang-yue, & Foley, 2006; Kiggins & Cambourne, 
2007). However, the findings suggest that although some teachers came to a disengagement phase 
of teaching, they did not voluntarily leave their job. They were instead losing their job due to 
closing of colleges and reduction in student numbers. So they preferred to keep quiet as they were 
not sure of getting a job in another college due to reduced student numbers.    
The teachers in this study may have reason to be concerned about the future of their 
employment in VET. The literature review (Australian Education Union, 2010) highlighted the 
crisis in the international education market and closure of colleges, and the number of affected 
students. Also as evident from the literature review (ACPET, 2012) and Bowen (2012) the reforms 
are taken to assist students by relaxing rules for student visa and improving regulation of colleges 
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through audits. However, this study’s findings suggest that VET teachers are adversely affected 
by a commercially focused policy fluctuating between economic development on the one hand and 
quality educational outcomes on the other hand. It seems from the findings that there might exist 
a gap between promised quality education and provided education in absence of national 
consistency in training standards and certification arrangements.  
6.3.2.3  Education Challenges.  The findings agree with Davis and Moely (2007) that 
teacher commitment to the moral, ethical and enculturation responsibilities can prove very 
overwhelming if they are not prepared well. However, the findings also suggest that all teachers 
desire a sense of certainty in their work since even senior teachers felt the need to know that what 
they are doing is right.   
In the literature, Moddie, Wheelahan, Curtin, Arkoudis and Bexley (2011) advised that 
vocational teachers in Australian universities reported adequate opportunities but less inclination 
for development. However, the findings of this study suggest that in private VET institutions and 
TAFE, there is lack of adequate support and development systems for the staff. The development 
opportunities, perceived by some participants, are only for Lead Vocational Teachers (LVT) and 
there is undue pressure on other teachers to adhere to standards set for them by LVT.   
While the literature (Adey, Hewitt & Hewitt and Landau 2004; Billett & Seddon, 2004; 
Rhodes, Stokes & Hampton, 2004;) indicates the value of collaborative teamwork in VET to help 
teachers develop sympathy and overcome vulnerability by sharing fears, difficulties and errors, it 
seems from the findings that this ideal is not always realised. The findings indicate that the teachers 
are a collection of individuals who happen to work together in the institute but feel mentally 
isolated from each other. It seems that they would benefit from participation in communities of 
practice, mentoring, coaching, peer review, peer consultation and the simple act of ‘rubbing 
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shoulders with professionals who are truly immersed in their practice’, which Kreiner (2006, p. 
228) claims to be effective mechanisms for stimulating further learning among individuals and 
groups. This approach would enable the teachers to develop themselves professionally and to keep 
updated with industry experience.  
On the basis of the findings, some institutions apparently see appointing industry experts as 
sessional teachers as an opportunity to ensure better links to industry. The findings agree with 
Nijhof and Brandsma (1999) that when people change their careers, they need to learn how to cope 
and to adapt to new conditions of performance. The findings confirm that appointing an industry 
expert as a VET teacher who may not be trained to teach in classrooms full of international students 
with varying English language competencies can lead them to adapting to an uninformed model 
of learning. Applying Adey, Hewitt & Hewitt and Landau’s (2004) claims to VET it would seem 
that methods of running a classroom, or school, or local authority or government which worked 
well 20 years ago will not work well now. Moreover, what works fine for students from one 
nationality might not work with another. The findings of this study are consistent with Mitchell 
and Ward’s (2010) report that VET teachers are facing significant challenges and they do not have 
enough skills to teach international students.  
6.3.2.4  Ethical Challenges. The literature identified ethically-related challenges associated 
with reduced teaching hours, condensed duration of the courses; inconsistencies in training across 
institutions, perceived bribery and their impact on VET teachers. In particular a focus on friendship 
found in the literature (Brockett, 2003; Felicio & Pieniadz, 2003; Markie, 2003; Snook, 2003) 
differed from ethical challenges found in the study. This study did not uncover friendship-related 
challenges. However, it did find seven dilemmas associated with VET teachers’ professional, 
personal well-being and educational background.   The findings suggest that ethics was at the 
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centre of all challenges and associated dilemmas and proved to be a linking thread which affected 
the VET teachers’ experience of each of the above dilemmas.  
The findings agree with Dempster & Berry (2003), Shapiro & Gross (2008) and Mahony 
(2008,2009) that the current climate in which teachers work provides a fertile field for a variety of 
tensions to emerge which makes it difficult for teachers to uphold a duty of care, acting in the best 
interests of their students.  
The findings agree with Kakabadse et al. (2003, p. 478) that these tensions open up ‘grey 
zones’ in which ethical dilemmas can and do arise for teachers. In other words, the teacher 
participants are caught in a highly complex dynamic milieu of forces. In fact, their own personal 
ethical position may be seriously questioned.  
Clearly the implications across the individual, the organization and the community are not 
independent with considerable overlap and consequential effects occurring. The findings agree 
with Ehrich, Kimber, Cranston and Starr’s (2011) model which demonstrates that ethical 
dilemmas, like others, do not take place in isolation and that the particular decision taken will most 
likely have an impact on similar subsequent incidents.  
  6.3.3  New findings.  The findings of this study provide new insights about the experiences 
of VET teachers of international students and the challenges and dilemmas they face. In particular 
they revealed 27 challenges and seven dilemmas, showing that some of the challenges fade away 
with time and experience whereas more significant ones develop into dilemmas. The seven 
dilemmas were of three main types: professional, personal and educational. The dilemmas were 
interconnected, with ethical dimensions at the heart of VET teachers’ dilemmas.   
The study also highlighted the impact of dilemmas on VET teachers and the potential 
implications of dilemmas on key stakeholders, including VET teachers, international students, 
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VET institutes and the overall VET sector. In particular, it has found recurring themes among 
dilemmas associated with educational equity, professional relationship, professional readiness, 
personal well-being and commercial imperatives. A new model of dilemmas was derived from the 
findings (Figure 5.2)   
The findings of the study made more explicit the roots of common difficulties experienced 
by VET teachers. They suggest that VET teachers are aware of challenges but cannot necessarily 
articulate the associated dilemmas.The findings highlighted that VET teachers experience 
dilemmas associated with difficult decision making between their own interests and those of their 
students and the employing VET organization.  In some organizations, the possible loss of job 
security caused VET teachers to question whether to speak up or accept challenging working 
conditions.   
It is apparent from this study that VET teachers’ intentions to teach are influenced by their 
conceptions of teaching and their academic and social contexts, as well as the changing business 
climate. They are often concerned that that market forces rather than education quality has 
apparently gained the ascendancy in discussion of migration or student visa policy. In such 
circumstances, teachers found their shared loyalty and values related to student welfare and quality 
education, but their personal values and ethics were compromised.  
6.3.4  Key messages.  As this study shows, VET teachers experience a range of dilemmas 
when teaching international students and regularly feel their impacts. The dilemmas present 
implications for a range of VET stakeholders who include international students, institution 
managements and the Australian government, as well as the teachers themselves. Due to their very 
nature, dilemmas need careful management to ensure a high level of educational provision to 
international students in VET. The search for constructive solutions is likely to involve further 
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dilemmas for all stakeholders. Sometimes, the solution to a dilemma may be within the grasp of 
individual teachers, but often it will require a collaborative approach involving colleagues and 
managers. Meanwhile, dilemmas associated with government policy and regulations are largely 
beyond teachers’ control.    
The findings suggest that the pressures and complexities inherent in the current VET 
environment are creating the conditions for ethical dilemmas to flourish. The new findings of the 
study suggest that in their apparent zest to achieve enrolment targets, VET institutions are not 
always providing quality education to international students. With their concern for organizing 
money and materials, management seems to be overlooking the two most basic assets - teachers 
and the students. VET teachers who are at the forefront of the service find themselves torn between 
the pressures of the VET institution on one side and the welfare of the students on the other.   
In an education industry such as vocational education, teachers deal with people from many 
cultural backgrounds. An appreciation of cultural diversity within our society is necessary for our 
relationships with customers and with fellow employees. The findings confirm Ong’s (2009) 
recommendation for teachers of international students to have the qualities of compassion, respect 
and ethics. The findings also agree with Ingvarson (2002a) recommendations that professional 
development should involve teachers in the identification of what they need to learn and in the 
development of the learning experiences in which they will be involved. There is an evident need 
for teachers to voice concerns with management, develop their knowledge and practice of suitable 
pedagogies for teaching culturally and linguistically diverse student groups.  
The status of VET practitioners as ‘dual professionals’ who deploy both industry and 
education skills across a varied range of settings poses both challenges and opportunities for the 
VET sector in attracting and retaining staff. From the literature review, it is apparent that the nature 
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of VET teachers’ transition from industry to VET is largely under-researched. The findings 
highlight that industry teachers and trainers need not only to be experts in their fields; they need 
to be able to translate their industry knowledge into the design and implementation of a learning 
program in their field.   
Although the path from industry specialist to classroom teacher is one commonly traversed, 
surprisingly, it remains largely unmapped in terms of the development of professional knowledge 
of teaching about teaching. Ongoing professional development for VET educators is especially 
important given the range of pre-service and in-service knowledge, teaching experience, diversity 
of qualifications, and sometimes, the insufficient training given to new VET teachers. Also, it 
appears from the findings that the opportunities for CPD are unintentionally hampered by those 
with the organizational influence (management) who do not always seem to support teachers in 
helping them find solutions to their problems. According to one participant, ‘We know more (of) 
what we are doing and you should adhere/act as per what we say’ is the apparent message regularly 
conveyed by management either explicitly or implicitly to prospective teachers about the nature 
of learning and teaching.   
The findings indicated that VET teachers are somewhat disadvantaged regarding both their 
work and well-being. VET teachers’ lack of control or perceived lack of support when confronting 
dilemmas would seem to be a core finding. This research has given VET teachers of international 
students a voice. It shows that teachers need more opportunity to realize their personal and 
professional potential and be able to reveal their ‘real person’. In order to keep an effective, 
motivated, stress-free VET teaching workforce for VET institutions, it is essential to find ways to 
relieve pressures caused by challenges of under resourcing, lack of CPD, constant changes in rules 
affecting working environment and enable VET teachers to manage ethical dilemmas. However, 
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at the same time, the teachers are not making any efforts to reverse the challenges in teaching and 
the working environment due to the teacher redundancies and unsecured working environment in 
the VET industry. The major issue identified by the study is the lack of teacher awareness about 
unions where teachers can confront their issues and seek support. Though there is no separate 
union for VET teachers in separate faculties, they all come under the umbrella of the Australian 
Education Union.  
The study highlights the need for policy makers and managers to consider long term impacts 
of anxiety and stress caused by the abovementioned pressures which can severely affect teachers’ 
ability to think rationally and manage their life. For example, reduction of international student 
numbers and associated budgetary implications could lead to further cutting of teaching hours. The 
question it raises is how do colleges continue to encourage teachers to work hard for the institute 
in the face of such insecurity? More broadly, the VET sector needs to ensure a more settled and 
equitable environment for learning and teaching. This can be achieved by lessening policy change, 
balancing educational and commercial imperatives and standardizing education and qualification 
for VET teachers. VET institutions need to raise performance in providing international education, 
through greater consistency, quality assurance and support and PD for teachers, addressing 
language and equity issues for students and enhancing support for international students’ transition 
to Australia. Students are the lifeblood of the education industry. The study strongly recommends 
considering what is in the ‘emotional suitcase’ of students who leave the college with less 
knowledge but a certificate of qualification.  
Some of the participant VET teachers maintain the hope that the current research will draw 
attention to their educational dilemmas and uncertainties. The seven dilemmas identified in the 
study will be useful for guiding teachers’ and non-teachers’ collaborative, critical inquiries into 
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the teaching process, illuminating the relationship of VET teachers’ everyday events to broader 
social, economic and political issues and the alternative possibilities for action. Moreover, these 
dilemmas may also act as a catalyst for others to reflect on, and pursue ways of better articulating 
their own knowledge of practice and thereby further contributing to shared understandings of 
pedagogy of teacher dilemmas.  
6.4   Conclusion  
Chapter 6 has discussed the implications of dilemmas experienced by teachers of 
international students in VET and it has highlighted recurring themes among dilemmas associated 
with educational equity, professional relationship, professional readiness, personal well-being and 
commercial imperatives. A set of recurring themes through the findings indicated further 
qualitative dimensions of the challenges and dilemmas.  The findings of this study have been 
compared with previous research, revealing both some common ground and fresh insights. The 
dissonance between what VET teachers’ see and how they feel provides a stimulus for further 
reflection, thereby creating alternative possibilities for action.  
It is evident from the findings that teachers’ dilemmas are varied and complex and need 
detailed understanding by education providers at different levels. The next chapter puts forward 
five recommendations which are crucial to providing quality education to international students 
in VET. It also discusses how these results may be used to provide a framework for changes to 
alleviate teacher dilemmas in providing quality education to international students. 
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Chapter 7: Conclusion 
7.1 Introduction  
This study has investigated how teachers’ challenges in day to day teaching of international 
students may turn into dilemmas requiring difficult decision making. The second chapter of this 
study briefly reviewed the literature about teaching and learning in a culturally diverse context and 
they identified research gaps about teachers’ conceptions and perceptions of teaching and how 
they are related to their approaches to teaching. The third chapter described the research methods 
used to gather and analyze data, focusing primarily on the themes of teacher dilemmas developed 
and presented in the model derived from the literature. The research participants were a group of 
teachers in the VET sector within private and public VET institutes in Brisbane. The fourth and 
fifth chapters of the study analyzed the data and interpreted the results. They revealed challenges 
and presented an extension of the model derived from the literature.  
This chapter summarizes the study’s outcomes, contributions, limitations and concludes with 
recommendations and opportunities for further research.  
7.2 Summary of thesis  
To understand the dilemmas faced by VET teachers, this qualitative exploratory study has 
responded to the research question:  
What are the principal dilemmas faced by VET teachers in providing quality education to 
international students in Brisbane?  
This study used responsive interviewing and inductive data analysis to investigate the 
experiences of 15 VET teachers whilst teaching international students at four different institutions 
in Brisbane (two private RTOs and two government funded TAFE colleges). The findings reveal 
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that the teachers experienced an array of qualitatively different challenges and associated 
dilemmas, which are summarized below.  
The study identified 27 challenges of three main types, professional, personal and 
educational. The professional challenges ranged from challenges with international students, 
colleagues, VET institution and Government; examples of these included, varying commitment 
and attendance, perceived unethical practices of colleagues, insufficient review of students’ 
abilities and prior knowledge before enrolment and changing rules and policies. The personal 
challenges were related to VET teachers’ personal wellbeing and the educational challenges were 
related to VET teachers’ educational background and professional development needs.  
While these challenges are significant in their own right, the study found that they sometimes 
combine and become major dilemmas for the teachers. Chapter 5 outlined and discussed seven 
dilemmas as follows:  
1. Whether to assist students by altering lesson plans and giving extra help and resources to 
students with limited understanding of English and risk their own position by contravening 
management directions.  
2. Whether to report students and colleagues suspected of giving or accepting bribes and 
compromise collegiality or risk offending genuine students, or stay quiet.  
3. Whether to provide same levels of teaching and assessment in different institutes or accept 
the inconsistencies and do nothing.  
4. Whether to agree to teach subjects outside their expertise, with the need to study previous 
night or to refuse to take the subject and risk losing paid teaching hours.  
5. Whether to motivate the students who show no aptitude for or interest in the course to remain 
and attend class or to ignore them.   
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6. Whether to ask the management for extra support and lose face or keep doing their job at a 
cost to their well-being.  
7. Whether to undertake professional development in unpaid hours and at their own cost to 
update their currency, or to adopt the unethical practice of faking currency.  
The dilemmas were all associated with ethical tensions and difficult decision-making. They 
represented the elements of incongruity and contradiction which teachers of international students 
experience and which are intrinsic to the complex nature of quality education. However, it was 
noted that the issues raised by the interviewees tended to be less about problems in engaging with 
international students and more about poor operational management by the educational providers. 
The teacher participants in this study perceived that teachers’ dilemmas were not caused by the 
international students themselves but rather by the lack of an accessible policy framework and 
organizational and the financial constraints of institutions where they teach international students. 
The findings suggest that teachers experience dilemmas that may in part be affected by 
environmental pressures associated with fierce competition in VET for international student 
enrolments, greater pressures to become commercially viable, lack of consistency in training 
package delivery and the Government’s changing rules. It is against this complex background that 
VET teachers needed to confront and resolve a multitude of conflicting interests as they seek to 
balance a variety of personal and professional values in their teaching and decision-making.  
Many of the insights reported in this study relate to the timing of the research in 2011-2012, 
when Australia was experiencing decreasing student numbers. For example, the teachers had gone 
from being part of a growing organization with strong links to industry and partnerships with many 
employees and huge student numbers, to an organization with dwindling student numbers. The 
participants’ experiences reflect the fact that, in the last half decade there had been intense activity 
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within their institutes focusing on student enrolment and its influence on planning, customer focus, 
teacher redundancy and management attitude. As a group, the teacher participants appeared to 
have embraced all the changes accompanying the new standards, new curriculum and saw their 
acceptance of changes as the key point to their survival. The findings showed that while a few 
teachers tried to voice their challenges to colleagues and management, other teachers preferred to 
remain silent. From this, it would seem that teachers’ efforts to address problems of practice rarely 
resulted in tidy answers when they lacked professional guidance.  
7.3 Recommendations  
The question of the quality of education that VET provides to international students is the 
issue that most troubled VET teachers. From the findings of the study, a need was identified for a 
comprehensive package of reforms in the sector’s quality practices, especially in the delivery of 
teaching and assessment. This includes more decisive resolution of poor performance of registered 
training organizations (RTO), transparent assessment practices, improved availability of data on 
performance of individual RTOs, and greater depth in the professional requirements for 
practitioners in the sector.  
The insights provided by this study’s 15 teachers in discussing their dilemmas support the 
following recommendations to policy makers and managers in the VET sector:  
1. Standardized qualifications and enhanced opportunities for CPD of VET teachers should be 
introduced across the VET sector in Australia:  A rise in VET teachers’ life skills within pre-
service VET teacher education is needed that includes a clear definition of what generic 
skills are required including life skills and cross-cultural fluency. Government should play 
an essential role in fostering more integrated or industry-based professional development 
initiatives and encourage these through funding incentives. VET teachers’ professional 
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development should not be offered as an ‘add on’ but rather should be an integrated activity 
within their educational setting. Such a capital investment might be compensated for in a 
more positive image for Australian VET and also an increase in student and teacher 
satisfaction and student outcomes.   
2. VET institutions should introduce measures to better support teachers of international 
students: The policy makers and those in authority need to develop a sensitive appreciation 
of the individual needs of prospective teachers so that they can support the pedagogic 
process. To deepen VET teachers’ and trainers’ pedagogic and industry knowledge, the key 
purpose should be to enhance teachers CPD. This study provides a basis for developing a 
professional support framework to enhance teaching in culturally diverse VET contexts. This 
can be achieved by providing VET teachers with orientation, enhanced opportunities for 
professional dialogue, constructive feedback on performance.  
3. Links between VET teachers and industry should be strengthened: Many VET teachers bring 
a wealth of business and trade experience to their teaching, which can enhance the 
educational outcomes of students. They should be given formal opportunities to maintain 
their industry links through regular workplace visits or placements. In this way educators 
can work as partners with Government in VET policy making such as developing a shared 
policy on workforce and economic development, using the knowledge teachers gain from 
the industry experience to inform investment in skills linked to market needs, sustainable 
employment for students and long term careers. VET teachers could have a voice in 
influencing the direction of planning and investment in skills priorities and contribute to 
strategic directions and shape reform, and lead quality and standards.  
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4. Develop a stronger and more streamlined national regulations framework to deliver the 
highest quality teaching and learning outcomes: This is necessary to enable teachers working 
in both private and public VET institutions to manage the differing governance, quality 
assurance and accreditation requirements of vocational education. In particular, VET 
teachers need standardized procedures and curriculum as a key to providing quality 
education to international students.  
5. Develop professional development material to support and assist VET teachers: This might 
include some problem-based learning materials about challenges and dilemmas of teaching 
international students and ways of coping with such situations for VET teachers and 
administrators. This is necessary to assist teachers in enabling smooth transition from theory 
to practice.  
7.4 Contribution of the research  
While previous research has explored school teachers’ and university academics’ 
experiences of challenges and dilemmas inherent in their work, this aspect has been under-
researched in the VET sector. Hence the study makes an important contribution to the knowledge 
in this field. This research extends understanding about the experiences of VET teachers when 
teaching international students. Researching VET teacher challenges and dilemmas is an important 
way to better understand the complex world of teaching and teachers. This research draws on 
extensive reading and investigation to support the findings. The findings about VET teachers’ 
experiences of teaching international students differ markedly from those described in the 
literature to date. By exploring a creditable array of data sources, this research frames and reframes 
dilemmas in teacher practices.   
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Table 4.1 derived from the findings shows how the more significant challenges becomes 
dilemmas and the model derived from the findings (Chapter 5 - Figure 5.2), shows their inter-
relationship. This study conceptualizes teachers’ dilemmas and illustrates not only how they arise, 
but also how they are played out, in ways that genuinely shape teachers’ understanding of how, 
why and what they are doing, in their teaching within international education. Articulation of these 
dilemmas is a powerful way of conceptualizing teaching and learning about teaching in ways that 
might genuinely challenge the VET mainstream, and therefore offer alternatives to the “showing, 
telling and guided practice” that Myers (2002) so rightly bemoans as the Achilles heel of teachers’ 
practices.   
Invariably, these dilemmas do not present themselves neatly as well defined packages; 
rather, they interconnect. Bringing the dilemmas together in this way also illustrates the rich 
variety of implicit, interconnected aspects of VET teachers’ practice (example, philosophies, 
attitudes, skills, concerns, needs, teaching procedures and so on) that support and interlink the 
dilemmas. Interconnections between dilemmas bring to light new understandings and hence new 
kinds of knowledge of practice.    
In particular, the findings in this study provide an overview of the interrelationships of the 
ethics, values and social responsibility of VET educators. These discussions particularly offer 
practical and insightful principles and suggestions to VET managers, providing them with further 
understanding of ethics. They also point out the complexity and the significance of making ethical 
decisions. Consequently, researching teacher dilemmas can be seen as an invitation to managers 
as well as policy makers to link research and practice in ways that matter for teachers’ critical 
pedagogy and as a consequence, their students’ welfare. With stronger links between research and 
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policy development, providers will be able to better support the needs of clients (students and 
industry) in the vocational education and training sectors.   
The dilemmas faced by VET teachers are significant in terms of student achievement, teacher 
satisfaction and performance but little was previously known about them. This study’s finding 
shows that there is an apparent need for increased support for VET teachers by their employing 
institutions and for improved educational opportunities for teaching in cross-cultural contexts.   
While exploring the different perspectives of VET educators, the study discovered 
unreported dilemmas of teachers in vocational education. This thesis has engaged with vocational 
educators, their own classroom experiences with students; between students and the practices in 
which they engage in the institution they teach. In this way it has addressed the gap between theory 
and practice when debate around providing quality vocational education is entered into. The 
essence of quality vocational education for international students has emerged through focusing 
on the nature of vocational education in terms of what are the dilemmas faced while teaching 
international students, how dilemmas are faced, the challenges to resolve such dilemmas, support 
needed and why, through the perspective of those most closely involved. To date, research has 
usually pointed out the difficulties faced by beginning or new teachers, but so far there is little 
evidence of dilemmas faced by teachers who took their degree decades ago. Examining their 
dilemmas and strategies they use may provide valuable insight to new teachers for developing or 






7.5 Limitations of the study  
The strength of this qualitative exploratory study lies in the depth and authenticity of its 
findings. By focusing on a small group of participants who are active in the field of study, it 
provided detailed insights about their experiences and practices. The positive outcomes of this 
study are outlined in the previous section. However, all research has limitations of some kind, and 
this study is no exception.  It cannot be argued that these 15 teachers and the dilemmas they 
experienced were representative of the experiences of all VET teachers working throughout 
Australia.  Nor can generalizations be made about the dilemmas of teachers in different kinds of 
institutes, such as private colleges or Government run TAFE institutes. Interviewing VET teachers 
throughout Australia would probably give more information about understanding the dilemmas 
the VET teachers face in providing quality education to international students in Australia. 
However, it was not practicable to extend the context of the investigation due to the interviewer’s 
limited time for data collection and analysis and the scope of this Master’s thesis. Moreover, a 
relatively small participant group was used in this exploratory qualitative study.  
A second limitation is that this study focused exclusively on the use of responsive interviews 
with teachers.  This meant that students’ voices, and the voices of the management, were not 
represented. While the researcher recognizes that students or management could have provided 
useful data on the topic, this was not feasible. Rather, this study set out to gain the in-depth insights 
of teachers. The voices of other stakeholders might have diminished the clarity of the teachers’ 
voices.  
7.6 Directions for future research  
The literature review and this study’s findings indicate there has been limited research into 
VET teacher dilemmas. This research brings to light particular experiences of VET teachers 
 151 
working in a challenging organizational context where they confront conflicting forces as they 
endeavor to balance a variety of stakeholder expectations in their daily decision-making.  
The findings of this study indicate the need for further research about the experiences and 
needs of VET teachers, in particular with regard to discrepancies between competency standards, 
training curriculum and actual industry practice and the complex psychological and ethical 
dimensions associated with management and changing government rules.   
The study recommends the need for more rigorous and consistent approaches across states 
of Australia to ensure only qualified teachers with industry experience are eligible for teaching in 
VET. Therefore, future research should focus on the structure and mix of the teaching workforce 
and its consequent efficiency and effectiveness, including:  
 the composition and skills of the existing teaching workforce; roles and responsibilities; 
 how the VET teachers’ current pedagogical strategies supports or impedes the achievement 
of student outcomes.  
 the productivity of the workforce and the scope for productivity improvements, 
qualifications pathways;  the mix of knowledge and skills required to meet training needs; 
and professional development to meet individual deficiencies of VET teachers;  
 the impact of government rules on vocational educational institutes and its consequent 
impact passed on to VET teachers.  
7.7 Conclusion  
This research set out to investigate teacher dilemmas with a view to assisting the Australian 
VET sector to respond quickly and effectively to the challenges of the rapidly changing 
international educational market. It suggests the need to support VET teachers so that they can 
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contribute to delivering quality learning and teaching to advance the economy and a more cohesive 
and sustainable VET education field.   
However, vision and direction setting for an integrated VET sector is not a task for 
governments alone. If VET teacher educators are to ensure that international students have valid 
learning experiences rather than become educational tourists, then they must ask themselves 
several questions and face the following dilemmas: What does it mean to be a teacher in VET? 
What does the research indicate regarding the preparation and experiences of teachers while 
teaching? What best teaching and learning practices do teachers unpack while in their CPD? And 
what do teachers bring back to classrooms that enhance their life and student’s educational 
experiences and skills in their own multilingual classrooms?    
As the research has implied, VET stakeholders can resign themselves to these problems or 
they can confront them.  The enhanced understanding of teacher dilemmas and strategies provided 
by this research can be used in providing quality education as a catalyst for unleashing a plethora 
of lost ideas, missed opportunities and an abundance of frustrations and unsolved problems in the 
VET workplace. Hence, gaining greater understanding about the multiple teacher challenges and 
dilemmas identified in the study may provide a basis for promoting more effective practices across 
VET.   
The findings of this study support several recommendations which are intended to have a 
positive impact on the overall focus, effectiveness and coherence of the VET system. It is 
anticipated that this research into teacher dilemmas will help VET organizations contribute to the 
advancement of vocational education in Australia as both a service and an edu-business. Thus, 
enhanced understanding about VET teachers’ experiences will further the sustainability of VET 
institutions and the well-being of international students and VET teachers.  
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APPENDICES 
Appendix A: Time Line  
Phases  Progress  Finish Date          
Initial Planning  Completed            
Literature Review  Completed            
Identification of the gaps  Completed            
Pilot Study    August 2010          
Data Collection    September/October 2010  
Data Analysis and Interpretation    October 2010 – March 2012       
   




Appendix B: Interview Protocol: Questions about Personal Background  
 
 Nationality (by birth and by citizenship)  
 Male/Female  
 Age  
 Qualification and Year  
 Previous job before teaching in VET institution  
 Length of teaching in VET sector  
 Part Time/Full time  
 Course/Courses taught  
 Contact hours with students in a week  
 Other roles required besides teaching  
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Appendix C: Informed Consent 
Dear CEO,   
I am seeking your consent for your staff to be involved in a study related to investigating teacher 
dilemmas in providing quality educational experience to international students in VET that I am 
currently pursing through Queensland University of Technology.  This project is being undertaken 
as part of a Masters Project for Sonal Nakar.  The project is funded by the Commonwealth Bank 
of Australia. The funding body will not have access to the data obtained during the project.  
The purpose of this project is to examine the role and emerging challenges that teachers of 
international students in Australia face with particular reference to Vocational Education and 
Training. In particular, it will investigate the challenges for teachers who see learning as more than 
an economic necessity, with a view to providing greater support for international students in 
Australia and enhancing student education outcomes. It is not expected that this project will 
directly benefit you. However, it may benefit teachers in VET to develop new strategies to 
overcome challenges faced in providing quality educational outcome to International students. 
There are no risks beyond normal day-to-day discussion of educational issues associated with your 
participation in this project.  
The research team requests your assistance because in discussion of efforts to provide quality 
student experiences in Australia, teacher experiences are generally missing from the picture. This 
research is built on the assumption that a quality education and reputation for quality is truly not 
possible when the viewpoints of the person who also has significant amount of stake in the quality, 
who has invested considerable amount of time, money and personal commitment (in terms of 
professional development, reflection), are not considered as integral to discussion of the education 
delivery standard.  
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It will involve audio recording of the interview (approximately 1 hour). Interview will be 
conducted as per suitability of the researcher and the participant and will not interfere with their 
teaching hours. Questions will include dilemmas faced by teachers of international students. 
Interviews will be recorded and transcribed. Data will be coded for analyses looking at themes. 
All comments and responses are anonymous and will be treated confidentially.  The names of 
individual persons are not required in any of the responses. Confidentiality of participants will be 
maintained and no personal details or information given during data collection will be revealed to 
other VET staff or students. Your involvement in the project will in no way affect your relationship 
with QUT or your course outcomes. As part of an ethical approach to this study I assure you that 
the study will not interfere with teacher’s class timings or students learning.   
Your staff has agreed to be involved in the study. Permission from QUT’s ethical department has 
also been given. I am grateful for this support. Thank you for considering this. If you wish to speak 
to me further about this project, please contact me at 0403 646 746, or speak to me when I am 
visiting your organization.  
Yours sincerely  
Sonal Nakar  
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This template provides the basic information that must be provided to participants to assist 
in the process of achieving informed consent.   
Delete / replace the blue text as required. 
 
PARTICIPANT INFORMATION FOR 
QUT RESEARCH PROJECT 
 
Title of Project 
Understanding teacher dilemmas: investigating challenges in providing quality educational experience 
to international students in VET 
 
 
Research Team Contacts 
Name – Sonal Nakar 
Name – Roderick Neilsen 
Position- Assistant Supervisor 
School or Faculty / External organization- QUT School or Faculty - QUT 
Phone –  0403 646 746 Phone  31380889 
Email s.nakar@student.qut.edu.au  Email  Roderick.neilsen@qut.edu.au  
 
Description 
This project is being undertaken as part of a Masters Project for Sonal Nakar.  The project is funded 
by the Commonwealth Bank of Australia. The funding body will not have access to the data 
obtained during the project. 
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The purpose of this project is to examine the role and emerging challenges that teachers of 
international students in Australia face with particular reference to Vocational Education and 
Training. In particular, it will investigate the challenges for teachers who see learning as more than 
an economic necessity, with a view to providing greater support for international students in 
Australia and enhancing student education outcomes. 
The research team requests your assistance because in discussion of efforts to provide quality 
student experiences in Australia, teacher experiences are generally missing from the picture. This 
research is built on the assumption that a quality education and reputation for quality is truly not 
possible when the viewpoints of the person who also has significant amount of stake in the quality, 
who has invested considerable amount of time, money and personal commitment (in terms of 
professional development, reflection), are not considered as integral to discussion of the education 
delivery standard. Research (Bartram, 2008) and anecdotal evidence suggests that the teacher 
experience can provide a most fruitful insight and most significant missing link in meeting the 
needs of international students.  
 
Participation 
Your participation in this project is voluntary. If you do agree to participate, you can withdraw 
from participation at any time within the month of the interview without comment or penalty. Your 
decision to participate will in no way impact upon your current or future relationship with QUT. 
Your participation will involve an interview at agreed location, and will take approximately 
1 hour of time. Questions will include dilemmas faced by teachers of international students. 





It is not expected that this project will directly benefit you. However, it may benefit teachers in 
VET to develop new strategies to overcome challenges faced in providing quality educational 
outcome to International students. 
 
Risks 
There are no risks beyond normal day-to-day discussion of educational issues associated with your 
participation in this project. 
 
Confidentiality 
All comments and responses are anonymous and will be treated confidentially.  The names of 
individual persons are not required in any of the responses.Confidentiality of participants will be 
maintained and no personal details or information given during data collection will be revealed to 
other VET staff or students. Your involvement in the project will in no way affect your relationship 
with QUT or your course outcomes. 
 
Consent to Participate 
We would like to ask you to sign a written consent form (enclosed) to confirm your agreement to 
participate. 
 
Questions / further information about the project 
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Please contact the researcher team members named above to have any questions answered or if 
you require further information about the project. 
 
Concerns / complaints regarding the conduct of the project 
QUT is committed to researcher integrity and the ethical conduct of research projects.  However, 
if you do have any concerns or complaints about the ethical conduct of the project you may contact 
the QUT Research Ethics Unit on +61 7 3138 5123 or email ethicscontact@qut.edu.au. The 
Research Ethics Unit is not connected with the research project and can facilitate a resolution to 
your concern in an impartial manner. 
 




CONSENT FORM FOR QUT RESEARCH PROJECT 
Title of Project 
Understanding teacher dilemmas: investigating challenges in providing quality 
educational experience to international students in VET 
Research Team Contacts 
Name – Sonal Nakar 
Position- Researcher 
Name – Roderick Neilsen 
Position- Assistant Supervisor 
School or Faculty / External organization- 
QUT 
School or Faculty - QUT 
Phone  0403 646 746 Phone  3138 0889 
Email  s.nakar@student.qut.edu.au Email  Roderick.neilsen@qut.edu.au 
 
Statement of Consent 
By signing below, you are indicating that you: 
 have read and understood the information document regarding this project 
 have had any questions answered to your satisfaction 
 understand that if you have any additional questions you can contact the research team 
 understand that you are free to withdraw at any time, without comment or penalty 
 understand that you can contact the Research Ethics Unit on +61 7 3138 5123 or email 
ethicscontact@qut.edu.au if you have concerns about the ethical conduct of the project 
 Understand that the project will include audio recording and give permission for this. 




Date  /  /   
 




WITHDRAWAL OF CONSENT FOR QUT 
RESEARCH PROJECT 
 
Title of Project 
Understanding teacher dilemmas: investigating challenges in providing quality 
educational experience to international students in VET 
 
Research Team Contacts 
Name – Sonal Nakar 
Name –Roderick Neilsen 
 Position- Assistant Supervisor 
School or Faculty /External organization- QUT School or Faculty - QUT 
Phone  0403 646 746 Phone  3138 0889 
Email  s.nakar@student.qut.edu.au Email  Roderick.neilsen@qut.edu.au  
 
I hereby wish to WITHDRAW my consent to participate in the research project named above. 
I understand that this withdrawal WILL NOT jeopardise my relationship with Queensland 
University of Technology. 
Name  
Signature  
Date  /  /   
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Appendix D: Interview Protocol: Questions   
 
 Please could you describe any dilemmas you experience in teaching international students?  
 What interpersonal dilemmas have you experienced with international students in your 
teaching?  
 Please could you describe any dilemma of a professional nature that you have experienced 
with your colleagues?  
 What ethical dilemmas have you experienced in your teaching of international students?  
 What dilemmas of a personal nature have you experienced while teaching international 
students?   
 How would you consider your previous training and qualifications have prepared you for 
teaching international students?  
 What do you consider to be the principal dilemma you encounter as a teacher of international 
students?  
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Appendix E: The Interview Design  
 
In order to ensure that the research question was well covered (answered), the following interview 
design was followed. The interview design starts with conversing about dilemmas in a general 
sense and gradually moves towards investigating further four dilemmas. The interview will 
conclude with the overall sense of dilemmas for interviewees. The interview design is as follows:  
Introductory Interview Question: Please could you describe any dilemmas you experience in 
teaching international students?  
Interview Questions intended to answer the focus questions:  
Focus Question 1a: What interpersonal dilemmas 
do teachers of international students in culturally 
diverse classroom?  
Interview Question: What interpersonal 
dilemmas you have experienced with 
international students in your teaching?  
Focus Question 1b: What other professional 
dilemmas are faced by teachers in VET 
organization?  
Interview Question: Please could you describe 
any dilemma of professional nature that you 
have experienced with your colleagues?  
Focus Question 2: What ethical dilemmas do 
teachers of international students experience in 
VET sector?  
Interview Question: What ethical dilemmas 
have you experienced in your teaching 
international students?  
Focus Question 3: What are the personal 
dilemmas that teachers of international students 
face and what are its implications on them?  
Interview Question: What dilemmas of personal 
nature have you experienced while teaching 
international students?   
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Focus Question 4a: What is the role of 
professional development in helping teachers 
solve these dilemmas?  
Interview Question: How would you consider 
your previous training and qualification have 
prepared you for teaching international 
students?  Focus Question 4b: How important is the 
qualification or experience in facing these 
dilemmas?  
 
Concluding Question: What do you consider to be the principal dilemma you encounter as a 
teacher of international students?  
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Appendix G: Themes Derived from Findings  
Important points/ Data Analysis  
Professional Challenges:   
 Classroom with students; inter-personal dilemmas  
 Absenteeism of students; Government rules allowing them to sit for exams create 
frustration  
 Commitment of students in class   
 Students with lot of qualification and life experience more than trainers.  
 Questioning the reason for student’s being here  
 Student leaving industry and becoming taxi driver for example and not only hospitality 
students but also Business and Accounting  
 Students show no joy of learning and just need a qualification to stay in Australia or go 
back and help them family so doing the course in that case due to family pressure  
Ethical Challenges:  
 Circumstantial background of students; different socio-economic status – morally 
teachers feeling not right to ask students to change uniform and get new one for 100$  
 Other colleagues not respecting students but cannot or would not go and confront those 
teachers  
  Seeing the management giving degree for non-competent students.  
 Teachers have to make their own resources and give to college and trainers working in 
two organizations might pick up resources from other organization where they work.  
 TAA by giving senior colleagues work  
 Teachers cannot ask students to leave this college and go to somewhere else (visa rules) 
because at the end of the day the students are paying trainers wages  
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 Teacher can’t advise that you should not been doing this because students not interested 
and paying high fees or it’s not going to help students get their visa; cannot suspend the 
students for their (students) good.  
Educational Challenges:  
 Degree in different duration; not extensive; same degree/designation in 30 weeks as 
Trainers have got in years  
 Not involving teachers in any decision regarding assessment; all in hands of management  
 No professional development in recent years by the organization or college  
 Being more compassionate for student; they need to work to meet Government 
requirements so work late nights and sleep in class; teachers feel helpless as they 
understand students’ position but they can’t allow students sleeping in class.  
 Interpersonal dilemma with colleagues: Trainers expectations to confirm to Australian 
regimental standard that you expect in high class establishment. At the end of the day its 
training org and people start from scratch; achieve results through encouragement rather 
than intimidation- Want for immediate adherence to their standard which is difficult to 
expect.  
 Cert IV in Training and Assessment  
 International students’ understanding of culture here but trainer not having better 
understanding of their culture.  
 Communication skills of different cultures.  
 Life skills, People skills in teachers  
 Lack of resources 
 Huge staff turnover  
 Cannot give justice to the course by teaching a module in 3 hours of theory, no significant 
amount on understanding  
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 At mercy of management to change the duration of course like earlier used to deliver 
same course in 13 weeks and now in 11; different colleges doing course in different 
weeks; different prices; different duration for domestic apprentice and international 
students because they pay high fees.  
Personal Challenges:  
 Job Security  
 Using words like upset or upsetting; frustrating  
 Government Visa  
 Try to avoid being rail-roaded; avoid conflict; maintain level of composure  
 Rage with Government for rules  
 Pressure due to VET being 3rd earner and no. of students dropping; pressure from 
management.  
 No voice of teachers; no unions.  
